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3ABSTRACT
Effectiveness of four instructional conditions for
teaching 18 English target words in a 35-min session to:
Cantonese-speaking Chinese students in Hong Kong was
examined in two experiments. The four conditions were: (a)
The context method which placed the target word in a
linguistic context exemplifying its meaning, (b) the keyword
method which provided a Cantonese sound similar to the
target English word and a picture showing the referent of
the target word and that of the Cantonese keyword
interacting with each other, (c) the context+keyword method
which applied both strategies a and b, and (d) rote-memory
control.
In Experiment 1 with 101 low-ability subjects in Form
4, the keyword method and the context+ke yword method were
found to be effective in enhancement of immediate recall and
delayed recall two weeks and ten weeks after initial
acquisition. Retention rates in conditions b and c were
better'than those in conditions a and d.
In Experiment 2, a comprehension subtest of a
standardized English examination was used to categorize 240
Form 3 subjects from 8 classes of 2 schools into high- and
4low-ability groups. Analysis with a 4 (conditions) X 2
(abilities) X 2( immediate test and 2 weeks' delayed test)
ANOVA with repeated measures indicated condition by ability
interaction. High-ability subjects did not differ
significantly in either of the tests but in the delayed
test, low-ability context+keyword subjects outperformed
the context subjects and the control subjects, and keyword
subjects outperformed the context subjects. Retention rates
of low-ability subjects in conditions b and c were better
than those in conditions a and d at both levels of ability.
The keyword method proved to be a potential effective
mnemonic aid in a classroom situation to supplement the
context method in vocabulary instruction to low-ability
Chinese learners of English as a second language, and it has
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The context method has been a popular way for teaching
English vocabulary in Hong Kong, but some learners in the
secondary school do not seem to benefit from it. The
mnemonic keyword method which has proved to be effective in
teaching second-language vocabulary may also be useful in a
Hong Kong situation. The aim of this study is to compare
the effectiveness of the context method and the keyword
method empirically in an authentic classroom situation, to
investigate the effectiveness of a combined use of the
context-method and the keyword method, and to determine if
there is any aptitude X treatment interaction.
Background
Educators have always been trying to find effective
ways of teaching. There has been an enormous amount of
research literature on teaching methods and learning
strategies (Weinstein Mayer, 1986). In second-language
teaching, teachers have been using numerous methods of
instruction. Normally, they welcome pedagogical techniques
2which promise to improve learners' acquisition and retention
of vocabulary in the target language (Willerman Melvin,
1979). Various teaching methods have been popular at
different times, but not all of them have been proved
empirically to-be effective (Pressley, Levin, Delaney,
1982). It would be worth the effort to empirically test
the effectiveness of each of the methods which have claimed
to be useful so as to decide which method may be best in
classroom situations.
In teaching vocabulary of a second language, Stahl and
Fairbanks (1986) have categorized the various methods as:
(a) Methods which provide definitional and contextual
information, (b) methods which increase depth of processing,
(c) methods which increase exposure, (d) group discussion
methods., and (e) the mnemonic keyword methods. A meta-
analysis of these methods indicated that the context methods
and the keyword methods were the most effective methods in
vocabulary instruction (Stahl Fairbanks, 1986).
The context method has been a commonly used
instructional method in the classrooms of Hong Kong where
English is taught as a second language. The context method
of vocabulary teaching is one in which the lexical item to
be learnt is placed in a linguistic context such that the
learner relates the new word with his pre-existing knowledge
*(S*tahl Fairbanks, 1986). In other words, the use of
context to help the learner to grasp the meaning of a
lexical item is thought to be a way to provide linkage of
the newly learnt concept to the learner's pre-existing
3network of concepts so as to facilitate retention and
retrieval through the search within the links between them.
Courses on teaching English as a second language mostly
emphasize the use of context in introducing new lexical
items to the second-language learner (e.g. Ellis
Tomlinson, 1980 Hubbard, Jones, Thornton, Wheeler. 1983).
Despite the claimed effectiveness of the context method, one
may doubt if all secondary school leavers have mastered a
reasonable repertoire of words in English after their having
been taught the second language for nine years or more with
the context method. Teachers of English in Hong Kong may
find that some of their students do not seem to have
benefited from their instructions at the lexical level and
for years, the annual reports on the Hong Kong Certificate
o f Education Examination (HKCEE) have recapitulated the
candidates' lack of a command of basic vocabulary for normal
daily use, and their lack of competence in the vocabulary
required for passing the HKCEE. In the 1987 annual report,
for example, the following comments are found in HKCEE
English Language: There was definitely still a serious lack
of vocabulary and ideas (Syllabus A. p. 48), and also:
Vocabulary is limited and weak in most cases (Syllabus B,
p. 53).
Again -inn the 1988 report, the following comments are
found: There was still a serious lack of vocabulary and
ideas. (Syllabus A, p. 48), and also: There was still a
serious lack of vocabulary and general knowledge (Syllabus
B, p. 72).
4The problem of a lack of vocabulary is not limited to
English learning. In the 1987 annual report, it is pointed
out that the vocabulary problem is also serious in teaching
French as a second language. It states: Some candidates
showed a poor understanding of the questions because of poor
vocabulary knowledge (p.73).
Also in Chinese language, the 1988 annual report points
out that errors at the word level are still common (p. 27).
Although the lack of competence in handling lexical
items may not be the only reason for their failure to
comprehend written texts, it is probably one of the main
reasons.
I t may be doubtful whether the currently employed
teaching methods for vocabulary instruction have been really
effective. It seems that at least most of the methods used
have not proved to be useful in helping all the learners,
particularly the low-ability ones. Teachers of English would
certainly welcome more effective ways in vocabulary
instruction because they would be held accountable for the
learning outcome of their students. Policy makers would
probably welcome more effective ways in any educational
instruction, perhaps with cost-benefit reasons (Atkinson,
1972b), and the development of a second-language vocabulary
teaching method which proves to be the most effective as
compared with other possible ways would probably be welcome
by both policy makers and educators.
It was believed in the past that the context method was
the most effective method of vocabulary instruction. But
5the outcomes of the learners, as shown by the results in the
HKCEE do not seem to show the kind of improvement the
context method has promised to bring about, so the second-
language teachers should not be satisfied with i t.
Educators and researchers are ail the time trying to find
ways to optimize the learning of vocabulary in the second
language (Atkinson, 1972b). The advent of the mnemonic
keyword method in the 1970s constituted a direct challenge
to the fashionable context method in vocabulary instruction.
There has been an increasing interest in the study of
mnemonics in recent years. One important reason for
studying mnemonic devices is that they may have educational
applications (Bellezza, 1981). It was found that university
students often use mnemonic devices in their studyy
(Gruneberg, 1973), and high-ability students seem to use
mnemonic devices more readily than low-ability students
(Carlson, Kincaid, Lance, Hodgson, 1976). Also, training
in mnemonics could help mentally retarded children recall
information better (Ross, 1971). It is believed that the
use of mnemonics may enable subjects to remember better over
long periods of time because they have a way to get back to
the information again (Ott, Blake, Butler, 1976). There
are reasons to believe that instructions on mnemonic devices
may enhance' learning.
Various types of mnemonic devices have been proposed to
be integrated into the school (Higbee, 1979 Senter, 1971).
Much of the research on school application of mnemonic
6devices has involved second-language vocabulary learning
(Bellezza, 1981), and the keyword method is one of the
devices which have shown overwhelming effects on vocabulary
learning.
The keyword method is essentially a mnemonic method
which claims to enhance memory of knowledge through the
application of the imagery theory in paired-associate
learning. Imagery mediation has been used effectively to
improve recall in the mentally retarded (Borkowski
Wanshura, 1974 Bender Levin, 1978), and patients
suffering from brain damage (Crovitz, Harvey, Horn, 1979).
These findings may imply that imagery mediation such as the
keyword method may be a powerful strategy for helping
learners of particularly low-ability to improve memory.
In second-language learning, mastering the vocabulary
of the target language may require a lot of memorization
learning (Ott, Blake, Butler, 1976). When the keyword
method is used in second-language learning, memory of
vocabulary is enhanced by making use of a keyword which is
usually a word in the learner's mother tongue, or a familiar
word in the target language, which has a sound that
resembles the sound of the target lexical item, or part of
it, and which can be represented in the form of an image.
The learner also forms an image of the target word. The
learner, then forms an interaction of the image of the
target word and that of the keyword. It is claimed that
this image of interaction will facilitate retention and
retrieval of the lexical item learnt.
7The mnemonic keyword method has been found to be a very
effective instructional technique in various learning tasks,
such as recall of vocabulary (Atkinson, 1975 Pressley
Levin, 1981) recall of persons and their accomplishments
(Jones Hall, 1982 Shriberg, Levin, McCormick, Pressley,
1982) recall of cities and their products (Pressley
Dennis-Rounds, 1980) and recall of newly introduced lexical
items in a second language, such as Spanish (Pressley,
1977a Raugh and Atkinson, 1975), Latin (Pressley Dennis-
Rounds, 1980), Russian (Atkinson Raugh, 1975), Korean
(Griffith, 1980), etc.
The keyword method in second-language vocabulary
instruction has proved to excel rote-memory methods in
experimental conditions (e.g. Levin, Pressley, MI cCormick,
Miller, Shriberg, 1979 Pressley, Levin, Hall, Miller,
Berry, 1980: Raugh Atkinson, 1975). Moreover, research
findings indicated that subjects after receiving
instructions of the keyword method outperformed both
subjects in the control group and subjects who had received
instructions of the popular context method (Levin,
McCormick, Miller, Berry, Pressley, 1982 McDaniel
Tillman, 1987 Pressley, Levin, Kuiper, Bryant, Michener,
1982 Pressley, Levin, Miller, 1982).
It has also been suggested that the keyword method can
be used in different variations, and these variations have
been empirically proved to be effective in vocabulary
instruction (McGivern Levin, 1983).
8Despite the reported effectiveness of the keyword
method in vocabulary learning, there has not been keen
promotion of the use of it in the classroom. First, it may
be due to the doubt of its general izabil ity for different
target second languages and different learners. Delaney
(1979) has suggested that it may be necessary to explore
aptitude-treatment interaction in the implementation of the
keyword method, and it is also essential to find out if the
keyword method would benefit specific languages and
particular language learners.
Second, it may be that the notion of using the mother
tongue in the process of vocabulary learning by the keyword
method seems to be incompatible with the currently used
context method which emphasizes learning the target language
through the target language itself.
Third, although the keyword method has proved to be
more effective than the context method in a number of
experimental research, there is no guarantee of success in a
real classroom setting for all levels. To determine their
applicability in real instructional settings, vocabulary
learning strategies should be studied under authentic
classroom situations (Hall Fuson, 1986). Now that the
context method has become a commonly used technique in
vocabulary instructions, it is unlikely that second-language
teachers will abandon it and shift to an unfamiliar method
unless the latter proves to be definitely superior to the
former in real class-teaching situations.
9The Problem
Even though the keyword method has proved to be an
effective instructional strategy in teaching vocabulary in a
number of different languages to second-language learners
(e.g. Atkinson Raugh, 1975 Pressley, 1977a Pressley
Dennis-Rounds, 1980 Raugh Atkinson, 197/5), it may not be
generalized that it should have equal effectiveness when
applied to other languages and to learners whose mother
tongue is different from the languages that have been
invest igated.
The problem of this study is to determine whether the
keyword method or the currently used context method could be
more effective in classroom situations of vocabulary
learning for both high- and low-ability Chinese learners of
Hong Kong learning English as a second language. It is also
to determine whether the combined use of both methods would
yield even better results in vocabulary learning. Whether
the effect of enhancement in each method will last as long
as two weeks or ten weeks will also be investigated.
Significance o f the Problem
English teaching experts and English language teachers
are, and should be, always looking for effective ways of
vocabulary instruction (Willerman Melvin, 1979). Mastery
of a, reasonably rich second-language vocabulary would
benefit the second-language learners not only with
competence in the target language itself, but also with
rmmnPt:P_nC in manipulating instructional materials written
10
in the second language across the school curriculum.
Although a number of different methods in second-
language instruction have been employed in the school, there
is the need for empirical evidence of their effectiveness.
On the one hand, both the context method and the keyword
method have proved to be effective, and in most cases
superior to other strategies. On the other hand, the
effectiveness of the keyword method has not been empirically
tested in the Hong Kong classroom. It will thus be worth
comparing the effectiveness of both in a Hong Kong
situation, and determining if there is an apt it,ue-treatment
interaction in each of them.
Levin (1986) has emphasized the im portance of
controlled empirical classroom validation of effectiveness
as one of the basic principles of putting learning-strategy
instruction into actual classroom use. it would be
necessary to test the effectiveness of the methods under
invest igat ion. in an authentic classroom situation.
If the keyword method proves to be more effective than
the currently popular context method in vocabulary
development in the second language of English, there will be
reasons to develop the keyword method as a major strategy in
second-language vocabulary learning in Hong Kong.
However, not every learner is able to acquire
elaboration as a memory strategy easily (Pressley, 1982).
The keyword method alone may not prove to be the most
powerful in enhancing memory. After all, the context method
is a method the learners of Hong Kong have used for
11
years, and the keyword method may serve better as a mnemonic
strategy supplementing the context method than as a major
vocabulary-learning method by itself. If a combined use of
the keyword method and the context method proves to be the
most effective strategy among those investigated, there will
be reasons to incorporate the keyword method as a mnemonic
device in English vocabulary learning in Hong Kong..
It is hoped that the results of this study will give
light to a better English vocabulary development strategy to
Hong Kong students.
Objectives of the Study
The objectives of this study are to:
1. Compare the effectiveness of the context method, the
keyword method, the combined use of both, and rote memory in
English vocabulary instruction to Chinese learners in the
classrooms of Form 3 and Form 4 of the Hong Kong secondary
schools.
2. Determine the effectiveness of the keyword method
itself and that of a combined use of the keyword method and
the context method in teaching English vocabulary of
different numbers of syllables and different parts of
speech, viz. nouns, verbs, and adjectives/ adverbs.
3. Determine if there is an ability X treatment




REVIEW OF RELATED LITERATURE
uVerV 1e
In this chapter, literature of previous studies related
to vocabulary acquisition and comprehension, the context
method, and the ke word method is reviewed. h proposed
combined use of the context method and the keyword method,
individual differences in vocabulary-learning strategies,




The language learner needs to develop a large
vocabulary which he or she can recognize and comprehend and
a large vocabulary which he or she can retrieve and actively
use in language production (Carroll, 1986).. Some theorists
call the former passive vocabulary and the latter active
vocabulary (e.-g. Ellis Tomlinson. 1980 Haycraft, 1978).
Bisazza (19.87) has also discussed the distinction between
comprehension and production in language use, which is quite
an equivalent to the distinction between passive and active
vocabulary, although it was also pointed 'out that the
13
boundary between them may be controversial because it is
often impossible to tell exactly which lexical item belongs
to which category. Despite ambiguity in the classification,
in reading comprehension, the focus will be on passive
vocabulary for comprehension.
The ability to comprehend written text is crucial in
the pursuit of academic achievement. Written material
provides one of the greatest sources of knowiedge, and
inability in comprehension can greatly hinder learning.
Royer, Abranovic, and Sinatra (1987) found that Learning and
comprehension were inter-related, and comprehension
performance could r affect to a certain extent relevant
course performane Improvement of students' comprehrnsion
capabilities should be one of the teachers' major concerns.
Due to the fact that many school in Hong Kong use
textbooks and instructional materials printed in English,
development of students' strategies in handling the Ei gl ish
print should be vital. Indeed, competence in English
language has been found to be a significant factor for
achievement of Hong Kong learners in school subjects such as
Integrated Science (He yworth, 1983).
For second language learners, comprehension training
may be most beneficial to students (Belasco, 1981).
However, despite studying for years, many students fail to
comprehend printed texts and to make use of information in
them. The annual report on the English language paper of
the Hong Kong Certificate of Education Examination, 1987,
and that of 1988, for example, pointed out that many
14
candidates were unable to understand the passages in the
examination and they tended to copy from the original text
to serve as answers to comprehension questions.
Some students may give up learning the second language
at a very early stage, and similar problems of early drop-
out from second-language programmes have been found in other
countries, such as the U.S.A. (Asher, 1981). Some students
seem never able to learn a second language. Their failure
may be due to a number of reasons, some at the macro-level
of the language such as paragraph or text comprehension,
others at the micro-level such as decoding and word
recognition. One of the problems of second-language
comprehension may be at the micro-level, namely, the lack of
competence in manipulating a passive vocabulary.
Reading comprehension of a text can be taken as a
process requiring the interaction of various subparts
(Calfee Drum, 1986). They are:
decoding- vocabulary- sentence paragraph text
comprehension comprehension comprehension
It has been argued that the language processing
components in reading comprehension may operate
independently (Calfee Drum, 1986) and it may follow that
comprehension of a text does not need to rely on the
knowledge of lexical items alone or parsing of sentences
a-lone. I This may be true if other clues within the text have
been sufficient to facilitate comprehension, but when most
of the lexical items in the text cannot be manipulated, the
15
reader will have to resort to making use of the structure of
the sentence to enable the sorting out of its meaning.
Effect of Vocabulary Knowledge on Comprehension
Research literature on the effect of knowledge of
vocabulary on text comprehension has yielded mixed results.
McKeown, Beck, Omanson, and Ferfetti (1983) have found a
strong correlation between knowledge of word meanings and
reading comprehension ability. Some other studies have also
indicated a strong relationship between vocabulary and
reading comprehension (Davis, 1944 Thurstone, 1946). Beck,
Perfetti, and McKeown (1982) demonstrated that vocabulary
instruction improved experimental subjects in both
vocabulary and comprehension test scores. Draper and
'iloeller (1971) also found improvement of comprehension
scores through vocabulary instructions, but there were also
other research reports which found no gains in reading
comprehension scores after vocabulary training (Beck,
Perfetti, McKeown, 1982).
It may then be argued that knowledge of both vocabulary
and syntax is crucial for comprehension, but when the burden
of vocabulary is too great for a reader, it will be unlikely
to make out the meaning of a text only by means of the
contextual clues in the sentences. Also, an increase in the
use of context for word recognition may not affect the
comprehension of a text (Wilkinson, Guminiski, Stanovich,
West, 1981).
It is often assumed that poor readers are more
handicapped by an inability to manipulate unfamiliar words
(Perfetti, Goldman, « Hogaboam, 1979), and some second-
language learners were found to identify vocabulary
acquisition as their major learning problem (Heara, 1980).
There is usually an assumption of close connection
between lexical processes and reading comprehension in
theories of comprehension (Beck, Perfetti, « McKeown, 1982).
For example, LaBerge and Samuels' (1974) model of reading
assumes the possibility of automatic word encoding. Gough's
(1972) model of information processing of reading suggests
that reading involves passing information through five
sequential stages at each of which the input is refined
until the stage of text comprehension is reached. These
imply that manipu1 ation at the micro-level should take
place as one of the initial phases in the process. Other
models of reading comprehension also assume this connection
(e.g. Rumelhart Qrtony, 1977). However, empirical
findings did not always support this theoretical connection
which Anderson and Freebody (1979) have termed the
instrumentalist hypothesis.
Previous studies showed that successful instruction in
vocabulary did not necessarily lead to an increase in test
scores of comprehension of texts containing the successfully
learnt words (see Mezynski, 1983 for a review). Levin,
m
Dretzke , P it 6 s s 16 y and McGivsirn ( 1985) found t h s. c a i though
subjects taught with the keyword method improved in
vocabulary-meaning recall, they did not perform better than
control subjects in comprehension tasks.
17
There may be methodological difficulties in developing
a relationship between vocabulary mastery and comprehension
performance. Anderson and Freebody (1983) claimed that
experimental findings showed that 50 of the 150 substance
words in their 300-word passage had to be changed to
unfamiliar words of similar meaning but lower frequency
before a consistent decrease in comprehension performance
was found. Therefore, in experiments with passages loaded
with the target words taught, the proportion of the target
words was usually not high enough to constitute an
instrument sensitive enough to detect the effect 0f
vocabulary instructions on comprehension performance.
One has to be able to m a s ter the prerequisites be f ore a
complicated task can be done. In reading, one of he
prerequisites is identification and recognition of words
(Schustack, Ehrlich, Rayner, 1987). Robert Gagne's (i%5)
example of a learning hierarchy for the basic skills of
reading (cited in Felon Weinstein, 1977, p. 59) indicates
his belief that recognition of printed words and the ability
to distinguish similar words are prerequisite capabilities
for concepts which lie in the syntax component. This means
that before the development of principles and concepts about
the organization and functions of the written language, one
Must. first possess the capabilities of verbal sequences and
multiple discrimination as prerequisites. It seems that
Gagne (1965) also advocated that manipulation of the printed
words is a basic prerequisite for reading comprehension.
The investigation of effective ways to teach second
18
language at the lexical level is therefore worthwhile in
developing a better teaching-learning process.
The Role of Context in Vocabulary Acquisition and
Comprehens icn
Gough (1984) has discussed the effect of context on
word recognition and comprehension. Modeels reading may
be classified into the bottom-up, the top-down, and the
nteractive mode 1 s. Bottom-up models take word recognition
as a prerequisite for reading comprehension at levels higher
than the word. Top-down models take reading comprehension
as a hypothesis-testing process such that manipulation of
words is done only for the sake of verifying the reader's
predictions. The initera.ctive-compensatory model views the
reader's use of context as a compensatory dev ice when the
reader finds difficulties in word recognition (Stanovich,
West, Feeman, 1981).
The interactive-compensatory model assumes that when a
deficiency occurs during the process of s reading, that
deficiency at a particular level of processing may be
compensated for by a greater use of information from other
levels of processing (Stanovich, West, Feeman, 1981).
Experimental findings have shown that many readers are
able to make reasonably good guesses of meaning with the
help of syntactic clues (Kintsch Yarbrough, 1982) but
context' does not always facilitate vocabulary learning
(Mitchell, 1984 Schatz Baldwin, 1986), and some
researchers argued that if a reader could not manipulate a
19
text at the micro-level, it would be unlikely that he could
make use of a strategy in manipulating it at the macro-level
(Meyer, Brandt, Bluth, 1980).
If a reader is weak in both recognition of words and
parsing, it will be unlikely that he will sort out the
meaning of the text. Comprehension of a text needs
capabilities of both lexical access and parsing (Gagne,
10-85). When a reader finds a lexical item unfamiliar, he or
she may try to make use of other clues in the text to enable
the understanding of both the meaning of the lexical item
itself and the text as a whole. But neither the abi1ity of
parsing nor that in lexical manipulation alone 5eems to
guarantee comprehension. Training of strategies of parsing
may riot always facilitate all levels of comprehension,
whereas .raining of vocabulary seems to rely on its relation
with context so as to be effective (Calfee Drum, 1986).
The Context Method
Reading requires an active involvement of the reader
who may use various strategies (White, 1981). In vocabulary
learning, the context method requires the learner to process
the meaning of the target lexical item by manipulating the
linguistic context in which it is used, and this active
cognitive process in getting word meanings from context
would be-expected to enhance vocabulary acquisition.
Some reading theorists maintain the view that words are
only meaningful when they go with a meaningful context (e.g.
Anderson, Pichert, Goetz, Schallert, Stevens, Trollip,
20
1976 Anderson Shri frin, 1980). It was found that lexical
items were more readily recognized in the context of a
sentence or passage than in isolation (Calfee Drum, 1986).
Reading theorists may have thus suggested to place target
words in verbal contexts during vocabulary instructions.
Teaching lexical items through linguistic context has
been a well established method which is in current
curriculum usage (Pressley, Levin,. Miller, 1982). A lot of
books on vocabulary instruction emphasize the use of a
linguistic context to facilitate vocabulary acquisition.1
Even children's vocabulary books may be written based on
this is based on the argument that words should
be learnt as new concepts which are linked to the learner's
repertoire of other existing concepts. The meaning of the
context facilitates linkage of the new concept to the
learner's old concepts (Gagne, 1985), and the newly
encountered lexical item is thus learnt.
The context method is one which utilizes the target
word in meaningful sentences. Beheydt (1987) proposed that
the context of a target word should consist of known words
to the learner and the target word should be embedded in the
context such that the concepts associated with the target
word would be evoked.
I For example, Davis,' N. B. (1979). Vocabulary improvement.
New York: McGraw-Hill. .Gibson, B. H. (1966). Word power:
A short guide to vocabulary and spelling (Rev. ed.).
Florida: Everett/Edwards.
2 For example, Maclean, M. (1984). First picture
dictionary. Singapore, Manhattan Press.
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The context condition of the present study is designed
such that the target word is defined and exemplified similar
to the way which Gipe and Arnold ('1979) did in their study.
Gipe and Arnold (1979) put the target word in a three-
sentence passage, one of which was the definition of the
lexical item to be learnt. The other two sentences were
written in simple structure with common words which the
subjects were familiar with, and they helped to exemplify
the target word. For example, when the word brawl was
taught with the context method in the present study, the
three sentences were:
brawl To brawl means to quarrel noisily.
Tom and Mary both canted the ticket for Alan's
concert. They brawled Over it.
For the ether examples in this study, see Appendix C.
Cipe and Arnold( 1979) found that the context method
was more effective than the other three commonly used
vocabulary teaching methods under investigation. Other
researchers have also found facilitation of vocabulary
learning and retention by means of the context method (Crist
& Petrone, 1977 Eubanks & Ferguson, 1982 Gipe, 1980
Wittrock, Mark, Doctorow, 1975). It was also claimed that
the context method would be beneficial irrespective of the
length of the context. provided (West, Stanovich, Feeman,
Cunningham, 1983).. The encoding specificity, hypothesis
(Tulving, 1979, 1983) implies that retrieval depends on the
qualitative match of cue and trace information, and not on
quantitative variations of strength of semantic associations
22
available to mediate the search process (Ackerman, 1986).
According to this hypothesis, the addition of more and
complicated semantic information may not. increase the
probability of successful search. In other words, the
lengthening of semantic information in the context method
may not enhance retrieval of word definitions.
It has been suggested that the deeper the processing
of the material, the more effective learning may be. Depth
of processing refers to greater degrees of semantic
involvement. Memory performance is thought to be enhanced
when the context forms an integrated unit with the word
presented. It was suggested that semantic memory was more
effective in Facilitst*ng retrieval (Cra ire Tuivin9, 197`5`).
It fol lows that the use of semantic cues will be more
effective than the use of acoustic or orthographic cues
since the former requires a greater depth of cognitive
processing (Craik Lockhart, 1972). However, Ghatala and
Levin (1981, 1982) suggested that if a pictorial stimulus
provided in a vocabulary learning situation were sufficient
to illustrate the meaning of a-lexical item, the provision
of an additional linguistic context might not be more
helpful, and so information in a picture as a stimulus might
be sufficiently detailed and additional elaboration might
not further facil itate the recall of the picture.
&Instead of emphasizing depth of processing (Craik
Lockhart, 1972), Craik and Tulving (1975) have shifted to an
emphasis on the importance of the nature of elaboration of
information to facilitate memory. In other words, they have
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shifted from an emphasis on how deeply one processes
information so as to memorize it better to an emphasis of
in order to facilitate memory. Furthermore, Jacoby, Craik,
and Eegg (1979) have emphasized the distinctiveness of the
encoded re pre sentat ion that may better aid memory.
Pictorial presentation might yield better performance
than verbal presentation in paired-associate learning tasks
(Kee, 1976). Ackerman (1985) found that in most situations,
picture input memory seemed to be superior to word input
memory. This difference may be due to more rapid and direct
processing of information in pictures than in words (tel soil,
1979), or, due to the more specific and detailed nature of
pictures as compared to words (Durso Johnson, 1979, 1960.
These explanations however seem to be valid only when the
picture is sufficiently illustrative.
According to the schema theory, he reader's schematat
provide a mental "home" for the information input such that
the new information may be accommodated (Anderson Pearson,
1984). The reader's schemata are knowledge that has already
been stored in memory. A newly introduced lexical item
will interact with the pre-existing knowledge of the learner
through the use of a linguistic context which consists of
familiar information, and by processing the lexical item at
the semantic level., the new word will be incorporated into
the learner's conceptual base (Gipe Arnold, 1979).
Therefore, the learning of word meanings may be treated as a
concept development task which may include the learning of
how one forms internal representations of the information
24
definition, provision of examples of its application, anc
exemplification of its use in context (Ausubel, 1963:
Lindsay Norman, 1977).
However, research findings on the effectiveness of the
context method have shown that the context me thod may be
useful under certain conditions and for certain learners.
For example, children seemed to be unable to full use this
kind of strategy (Ackerman, 1985).
It was found that subjects' reliance on context tc
recognize words might vary with ability (Schwantes, Boesi, a
ability readers did not need to re1y on hese of
contextual clues to make out the mean ina of words.
Calfee and Drum (1986) commented that the general
conclusion of research findings that different readers may
have different degrees of reliance on con text could guide
assessment more than vocabulary instruction, and the role of
context during instruction could be problematic.
A number of research findings have shown facilitative
effects of vocabulary instruction by the context method, but
most of them have taken the discrete-trial reaction-time of
subjects in recognizing the lexical items tested as a
function, of vocabulary learning (Perfetti, Goldman,&
Hogaboam, 1979 Schwantes, 1981 Schwantes, Boesl, & Ritz,
1980 Stanovich, West, & Feeman, 1981 West Stanovich,
1978 West, Stanovich, Feeman, & Cunningham, 1983).
Ritz, 1980; West & Stanovich, 1978). Word recognition of
hig-ability readers seemed to ve more ready and rapid than
low-ability readers (west & Stanovich, 1978), and tges high-
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Findings of these research may be taken as evidence of the
facilitation of word recognition by means of presenting the
lexical items in an appropriate linguistic context, and it
may not be appropriate to take them as evidence of
facilitation in vocabulary retention and development.
If both recognition and retention in and retrieval from
.memory are considered to be equally vital in the process of
vocabulary development, research directly comparing the
context method with other vocabulary building methods in
this respect should be necessary to assess its effect.
Even though some research findings have shown
facilitation of vocabulary learning b y means of the context
method as compared to other methods, one may have to be
aware of the inconsistent results. For example , Glpe and.
Arnold 1979) found that good readers i n Grade 5 benefited
IF much more than their weaker counterparts from all of the
four methods used in teaching vocabulary in their
experiment, namely, the context method, the association
method, the category method, and the dictionary method.
In their research on facilitation of the context method
in word recognition, West, Stanovich, Feeman, and Cunningham
(1983) found that the effect of the context method was much
greater for Grade 2 subjects than for Grade 6 subjects.
If what language educators look for is a vocabulary
teaching method which can benefit learners consistently at
all levels and.abilities, the usefulness of the context
method may be questionable.
Moreover, the usefulness of the context method relies
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on the learner's previous possession of a vocabuIarl
sufficient for the cognitive processing and for the
establishment of a linguistic context, and it also relies or
their competence in syntactic parsing. For learners who o.rE
weak in either, or both, of these aspects, its effect may be
doubtful. Even though a linguistic context could be well
designed, th-he learner might not have received adequate
guidance on how to make full use of it to get word meaning (Clarke Nation, 1980), and in some cases the context-
method might not yield promising results.
Nagy, Anderson, and Herman (1987) indicated that the
probability of learning from ins tractions on voc.sbular
acquisition through context could be as smal as and Inmost
of the vocabulary acquired by a learner might be attribute
of Hong Kong, exposure to English texts may not be
sufficient to facilitate adequate vocabulary acquisition
and with an increasing emphasis of using the mother tongue
in classroom instructions and materials in curriculum areas
other than English in recent years, exposure to written and
spoken English may be further reduced. Outside the
classroom, even though some learners may read English, with
the large amount of reading required in Chinese, the amount
of exposure to the English print should not be over-
estimated. There may be a need, therefore, to find if there
are more effective and efficient ways to learn English
vocabulary rather that to rely on incidental learning of
(Clarke Nation, 1980), and in some cases the context
to exposure to the printed lauguage . Although learning may
be possible through expcsure to new words , in the classrooms
vocabulary through normal reading. At least, it was found
that intentional learning of vocabulary through the context
method would be better than leaving the learners to an
incidental learning situation (Konopak, et al., 1987).
It woula be worth investigating if other vocabulary learning
strategies may be more effective for classroom aoolication.»-
The Keyword Method
The keyword method for vocabulary development in
second-language learning is somewhat a challenge to the
well-established context method. Basically, it is a
mnemonic technique of paired-associate learning which has
derived from the imagery theories.
The keyword method has not been taken as one of the
teaching met hcds i n second~1 anguage ins tr uction, and in
Wi11rock's ( 1 3 8 6 ) Handbook for research on teaching, the
keyword method has been placed in the chapter discussing the
teaching of learning strategies. The keyword me thod has
proved to be an effective learning strategy in vocabulary
development in various second languages, such as Spanish
(Atkinson, 1975; Levin, Pressley, McCormick, Miller,
Shriberg, 1979; Pressley, 1977a; Raugh Atkinson, 1975),
Russian (Atkinson Raugh, 1975), French (Singer, 1977;
Willerman Melvin, 1979), Korean (Griffith, 1980), and
Latin (Pressley, 1987; Pressley Dennis-Rounds, 1980), and
it has also been proved effective for expanding the
vocabulary of native speakers of English (Levin, McCormick,
Miller, Berry, Pressley, 1982; McGivern Levin, 1 9 8 o
Pressley, Levin, Kuiper, Bryant, Michener, 1332; Pressley,
Levin, Miller, 1982).
Strategy may be defined as different from method, but
many researchers tend to use them interchangeably. Weinstein
and Mayer (1386) assumed that the context method is an
organizational strategy while the keyword method is an
elaborative strategy. Here, both are called methods.
The keyword method as an elaborative strategy has
proved to be effective for basic learning tasks, such as the
learning of definitions of the second-language vocabulary
(Weinstein Mayer, 1986). The major characteristic of this
strategy is the building of internal associations between
two or more items. The primary assumption of the keyword
method in vocabulary learning is that vocabulary learning
may be taken as a paired-associate learning task because,
like other paired-associate learning tasks, there is a list
of pairs presented with a stimulus and a response in each
pair, and the objective is to learn the appropriate response
to each stimulus (Pressley, 1977a). Associative elaboration
involves three components: Item one, item 2, and a
relationship between them (Pressley, 19S2). With the
keyword method, the new word and its definition will be the
two items to be associated, and the keyword will be the
mediator for building a link between them.
Associative elaboration is effective because it
provides a common referent for both the stimulus and the
response in a pair to be learnt (Rohwer, 1973). Elaboration
may involve a combination of pictorial elaboration and
verbal elaboration, and this combination has been found to
produce greater learning than verbal elaboration alone
(Jones, 1973; Kee Rohwer, 1973; Odom £ Nesbitt, 1974;
Rohwer, Kee, Guy, 1975). The keyword method may be
expected to yield remarkable results of memory enhancement
when it involves a combination of both pictorial and verbal
elaborat ions.
It may be taken that retrieval occurs by means of a
search-like process (Ackerman, 1336). The more search is
constrained and directed by associative structure, the more
successful the retrieval attempt (Ackerman, 1936). It has
been claimed that the keyword method provides a definite
route for retrieval of the response (e.g. Atkinson, 1975).
If the keyword method provided a. definite route for the
retrieval of word definition, the probability of successful
retrieval would be high. On the contrary, the context
method does not provide a constrained access to the
definition when cued with the target word, and the
probability of successful retrieval would thus be
comparatively lower.
Bellezza (1981) has assumed that successful recall
depends on the quality of cuing structures created, and that
the success of a mnemonic device depends on successful
construction of the cuing structures during the storage
phase. It may be argued that the keyword method proviaes a
restricted association between the target word ana its
definition during the storage phase, and thus recall is
facilitated.
The fecus of attention of this learning strategy is
retention and retrieval of the definition of the lexical
item to be learnt. What is taught may not necessarily be
learnt, so a teaching method could claim to be effective
only it it improves the learner's memory of what is taught.
in second-language instructions, the ke ywcrd method, as
coined by Atkinson (1975), uses a combination of the imagery
strategy and verbal elaboration. It involves both a verbal
acoustic link ana an imagery link between a keyword in the
learner's mother tongue and the target lexical item in the
second language. In the examples demonstrated by Atkinson
(1975), in teaching English-speaking subjects the Spanish
w ord oato, which me a a s duck, the Eno1 ish word poi w-s
used as the keyword which is similar to the f1rst sv11 ab1eA
of the target word in the second language. The sound 'pot
is referred to as the acoustic link between the first and
the second languages. Then, an image was formed with a duck
hiding under a pot. This image is referred to as the
imagery 1ink.
In this study, one of the examples for the use of the
keyword method in learning English target words is mallet.
The picture of a mallet for the context and the control
conditions is shown in Figure la. A corresponding picture
showing the interacting image for the keyword and the
conte x t'+ke y word conditions is shown in Figure lb. lhe
keyword is the Chinese sound me which is similar to
the sound of the first syllable of mallet, and this is the
acoustic link. The imagery link is formed by creating an
m n pT' 未鎚
a. Contpxt. Hnnrfit inn ;=i n Pnntr nl
m n I
b. Keyword condition and Context+Keyword conditi(
Fiqure 1. Pictures of example mallet in four condition
interacting image showing a person all mE.V, which means
carrying on the back, a mallet.3
Interacting images are used because it has been found
that interacting images are more effective than two separate
images (Bower, 1970; Wollen Lowry, 1971).
Effectiveness of the keyword me t h o d has been t e st e d
with subjects of different ages and levels, for example, at
Grade 2 (Pressley, 1377a), Grade 4 (Levin, McCormick,
Miller, Berry, Pressley, 1932), Grade 5 (McGivern 2 Levin,
1983), Grade 8 (Jones « Hall, 1382; Shriberg, Levin,
McCormick, Pressley, 1382), Age 12 and Age 13 (Pressley £
% Dennis-Rounds, 1980), and with undergraduates (Pressley,
Levin, Makamura, Hope, Bispo, Toye, 13SC; Paugh J
Atkinson, 1375).
Atkinson (1375) pointed out that the keyword method
could help subjects learn lexical items at a faster rate,
and evidence indicated that the keyword method did not
affect retrieval time once an item had been thoroughly
mastered.
Although the keyword method has been generally proved
to be effective in the laboratory, it will be necessary to
test its effectiveness in the classroom in order to confirm
its application (Merry, 1980; Pressley Levin, 1978), and
-'there seems to have been few attempts to assess the
effectiveness of the keyword method with subjects whose
Phnnpt. i n t.rannr i nt i oris of Cantonese sounds in this study
are based on the system used in +婆斩字典 [Chung Hwa new
dictionary] (1984). Hong Kong: Chung Hwa.
m o t h t_ i tongue is not English? snd the keyword method rrtdy or
may not be effective as well for speakers of a
iogographicideographic language, like Chinese, learning a
mcrpho-phonemic language, like English.
It would therefore be worth an attempt to assess the
effectiveness of the keyword method in teaching vocabulary
of English as a second language to Cantonese-speaking
Chinese subjects in Hong Kong as compared to the
effectiveness of the currently dominatina context method.
General research findings show that subjects instructed
with the keyword method outperformed subjects without such
training, and in most of the research, subjects with
instructions of the keyword me thod outperf orme d s u bj e c ts
with instructions of the context method in recall of
vocabulary definitions given the target words (Levin,
McCormick, Miller, Berry, Pressley, 1532; McDaniel
Tillman, 1987; Pressley, Levin, Kuiper, Bryant, Michener,
1982; Pressley, Levin, Miller, 1982). Merry's (1930)
pilot experiment also showed that the keyword method might
be particularly effective for delayed recall. Merry (1980)
found that the keyword method with interacting pictures
provided was particularly effective when used in a group
setting with low reading age subjects.
Merry- (1980) randomly assigned 194 eleven- to twelve-
year—old subjects to four conditions: The keyword method
without pictures, the keyword method with pictures given,
rote-memory, and no-strategy control. With the help of the
keyword method, subjects of low reading age reached a mean
recall score higher than, that of the no-strategy control
subjects, and comparable to that of rote-memory subjects, in
the high reading age group.
Also, in an experiment on backward recall of Spanish
vocabulary given the definitions, keyword subjects were
found to score 19% above that of the rote-rehearsal subjects
(Atkinson, 1975) .
However, the effectiveness of the keyword method has
not been confirmed in recall of all kinds of words, nor has
its long-term and short-term effect been consistently
established. For example, Johnson, Adams, and Bruning (1985)
argued that the results of their two experiments indicated
that the keyword method could only be useful for learning
concrete words; but Pressley, Levin, arid Miller (1381) found
remarkable keyword effects for abstract words as well as
concrete ones. Johnson, Adams, and Pruning (1985) also
concluded from their findings that the keyword method could
only be effective for retention of vocabulary for a short
time. It would be worth an attempt to test the
effectiveness of the keyword method with a wide range of
different words in the short term and in the long run.
The keyword method may be employed in several
variations, but it was generally found that imposed imagery
strategies, in which the learner was provided with the
image, were more effective for younger learners, but induced
imagery strategies, in which the learners were instructed to
generate and use visual imagery of their own, seemed to be
better for older learners (Levin, i96). Poor paiied-
associate learners may not be expected to generate their own
mental images efficiently to facilitate retention and recall
(Hall Hughes, 1984).
Pressley, Levin, and Miller (1932) demonstrated that
the keyword method would yield better results when
implemented with instructions to form interacting imaces
than with instructions to generate sentences involving the
keyword. College students taught to form images with the
keyword method outperformed both control subjects and the
subjects taught to use verbal elaborations, such as
generating a meaningful sentence containing the English
targe t word or by judging whe ther a target word was
correctly used in a given sentence. Keyword subjects who
generated sentences involving the keyword outperformed only
t h e control subjects in vocabulary me a n i ng recall.
It was also found that the use of a we 11-structured
imposed imagery strategy could decrease the difference
between high- and low-ability learners in vocabulary-
learning (McGivern Levin, 1983).
Experimental results in teaching Russian words to
English speakers (Atkinson Raugh, 1975) indicate that
providing the keywords for the subject is better than having
the subject create their own keywords. It may well be that
supplying the keyword is more helpful to the beginner, and
when the learner has gained familiarity, se1f-supplied
keywords may be more helpful (Atkinson, 1975). It was also
found in an experiment that when an item was initially
presented for study, a keyword was requested 89% of the time
when subjects were allowed to either use their own keywords
or to ask the experimenter for one (Atkinson, 1975).
However, in his pilot studies, Atkinson (1975) found that
subjects performed better when required to generate their
own imagery link.
It is also an important finding that subjects who had
received instructions of the keyword method could
subsequently transfer the use of this strategy in other
appropriate learning situations without explicitly reminding
them to apply the mnemonic technique (Jones Sc Hall, 1982).
Also, once students were taught to use elaborative
strategies, they could be expected to continue to use them
(Pressley, 1 982) .4
In this study, imposed imagery will be used so as to
determine the effect of instruction with the keyword method
on both high- and low-ability subjects.
Pronunciation Similarity
The acoustic link may be one or more words in the
learner's mother tongue or in any language the learner is
familiar with. The keyword is not necessarily one single
word. It may be a brief phrase. For a polysyllable foreign
word, the keyword may range from a monosyllable to a longer
word or even a phrase (Atkinson, 1975). Since the target
language and. the mother tongue of the subjects in this study
are not cognates, and contrastive analysis indicates that
their pronunciations are rather different (e.g. Avery
Ehrlich, 1987), it is expected that there will be difficulty
in forming a keyword in Cantonese with a sound very similar
to a part or the whole of the English word to be learnt.
W i 11e rman and He 1 v i n (1973) argue that the use of -•
keyword which does not have the same sound of the target
word would probably bring about a negative effect on the
learning of pronunciation of the tarcet word.
However, since the focus of attention here is the
meaning rather than the spelling or pronunciation, and there
is no reason to expect the learner to be learning two things
equally well at the same time, although the keyword may not
help pronunciation learning, if it helps storage and recall
of meaning more than other methods, it would be considered
as an effective meaning learning strategy.
Some researchers may think that the keywords might
i r. t e r fere with correct pro nun : c i a t i o n, but Atkinson (1975)
points out that the ke yword me thod has fe at ure s in comman
with contrasting minimal pairs, a standard technique for
the teaching of phonetics of a foreign language. In
Atkinson's own words: And even if there were some
interference, the keyword method might still be warranted if
the rate of vocabulary acquisition was improved
substantial1y.
More over, most teachers would agree that the use of
Chinese to note the sounds of lexical items in their English
language text books is a common strategy found in students.
The Cantonese-speaking learners must have found this
strategy useful to a certain extent. It coula be even more
useful if a systematic way to make use of it could be found.
Anyway, whether the teacher likes it or not, the use Cj.
ohinese sounas to help memorize English words has had a long
history. The Hong hong Museum of History keeps a century-
old dictionary of everyday English expressions with Chinese
words noting the sounds of the lexical items. Several
decades ago, a lot of second language learners in Hone Kono
successfully learnt English that way.4 In a book called
邊勝 [Tong Sheng] which many Chinese families keep at£
home, that gives advice on nearly all kinds of daily family
business, there is a ten-page record of a number of commonly
used English words, and the same strategy is used.
Furthermore, the Cantonese have directly borrowed a
number of English words for their own daily use. In Hong
Kong, words such as
I
b e m w h i c h m e a n s p u m p a n d w h i c h
sounds like p A m p, and 朱右力
4 4 r—T
fx fj T T v 7 1 1 4 . f-L y U i T c 1 i o. b
means chocolate and which is the closest possible sound to
R
tjokslit are just two of the many examples.' Yuan, et al .
(1960) listed 4 1 similar xamtles in the Cantonese section
of his book about Chinese dialects. The strategy to use
4
Chinese-speaking learners of English often note down the
sounds of target English words using Chinese characters
which have, they think, similar sounds. In the Urban
Council Library of Shatin, Hong Kong, a several decades' old
notebook under the collection of Mr. S. C. Yung shows a
record of English expressions to be memorized written with a
Chinese brush, and the sounds of the expressions are noted
in a way similar to the dictionary kept at the Hong Kong
Museum of History.
u A lot of Chinese families keep a book 通勝 [Tong Sheng]
and refer to it as guidance of daily family matters such as
the best choice of date for a wedding, the best time of the
day for a ceremony, etc. Today there are several versions
o f 路 [Tonq ShenqJ. In one of tnese versions, ten pages
of daily used English expressions are found with Chinese
translations and equivalent Chinese sounds given.
similar sounds in Cantonese to refer to English word has
been an historical event. It may be wiser to make better
use of it rather than to try to get rid of it.
tor the keyword method to be effective in enhancing
retention over time, Cantonese speakers learning vocabulary
of rn91 ish as a second language may be at an advantage
oecause their general strategy of transforming the sounds of
the English target word into Cantonese sounds is virtually a
j
natural practice which will easily give access to the
keyword which in turn leads to the direct route to the
definition of the target word.
Native speakers of English do not seem to have this
advantage because the keyword itself may be lost in memoryW i i i
since approximating the sound of the target word with that
of a familiar word does not seem to be a general practice of
the native learners. Speakers of other multisyllable
languages using the keyword method to learn vocabulary of
another multisyllable language may not have this advantage
either. In this sense, Cantonese-speaking learners will
less likely forget the keyword and thus the cuing structure.
In addition, the inclusion of English words and
expressions in the conversation among Cantonese speakers of
Hong Kong is but a general phenomemon (Fu, 1S87). In a
bilingual community, code-mixing behaviour will be expected
CWu, 1985). A speaker may shift from one code to another
for various reasons. In Hong Kong where most of the younger
generation are taught both Cantonese and English, it is
guite reasonable to expect a mixture of both languages in
their speech. Lau and Ho (1986) have recorded over 3C0C
spoken rnglish words within 3000 minutes' recording of daily
conversations among university students in Hong Kong. If
their aaiiy use of a mixture of two languages had not caused
a serious problem in pronunciation, the use of the keyword
methoa should not cause a serious problem in pronunciation,
either.
The Problem of Keyword Interference
Merry (1980) found that some keyword subjects did
produce the keyword instead of the word meaning given the
target word, but this keyword interference did not
constitute a great problem in vocabulary-meaning recall.
This kind of interference may be expected to be more
serious in backward recall of the target word given its
de f1nition than in forward recal1 of de finition given the
target word (Cohen Aphek, 1980). In this study where the
subjects would be expected to recall word meanings given the
target words, this kind of keyword interference might riot be
too serious.
Swanson (1987) has proposed that high-ability readers'
coding system involves an interaction of verbal and visual
processes, and the additive effect of both the verbal and
visual retrieval processes would facilitate better recall or
vocabulary meaning. On the other hand, low-ability readers
may have independent verbal and visual coding systems that
work in isolation. Although information in one of the
systems is retrieved, that in the other may not be
retrieved. This hypothesis implies that even though a iow-
ability reader may recognize a word when he sees it, he may
not be able to recall its meaning. Also in the case of a
low-ability reader who is taught with the keyword method,
even though the keyword may be recalled, if he had not
learnt the connection between the keyword and the word
meaning well enough, the word meaning may not be recalled.
It may therefore be expected that interference with the
keyword may be greater with low-ability readers than with
high-ability readers.w J
Position of the Ke yword
The keyword is usually a sound in the mother tongue
simi1 a r to t h e sou nd of the first sy11 a b1e i n the t arget
lexical item, or starts there. Wiilerman and Melvin (1373)
criticize that w h e n the f i r s t s y 1 1 a b 1 e of t h e 1 e x i c a 1 11 e m
is not the stressed syllable, the use of the keyword, there
violates linguistic rules since it would mislead the
learners to pay too much attention to the unstressed
sy1lable.
However, the focus of interest here is not the sound,
but rather the use of the acoustic cue for storage and
recall. Since Huey (1368) points out that the beginning of
a lexical item gives the greatest cue for recognition of it,
the best position to place the keyword may be in the first
syllable.
Most of the research on the keyword method did not form
keywords according to the stress pattern of the target
words, but facilitative effects were found on definition
recall (e.g. Levin, McCormick, Miller, Berry Pressley,
1982 ; Pressley, 1387; Press ley, Levin, Kuiper, Bryant, P.
Mic'nener, 382 ; Raugh £ Atkinson, 1975). It may thus be
assurried that the position of the keyword may not be a major-
factor for its effect.
niso, ii the keyword method couId onIy be used when the
s o u n a s of t it e k e y w o r 6 a n d the first s y 11 a b I e of the taroet
word are ident-ical, then the position of the keyword would
constitute a great limitation to its usefulness CJohnson,
Adams, « Bruning, 1 985).
Therefore, before Wilierman and Melvin's (1373)
suggestion of putting it in the stressed syllable is
empirically supported, in this study, the keyword may be in
a n y p o s i t ; o n c o n v e n i e n t f o r t h e p u r p o s e .
The C o n t e x t a k e y w o r d H e t h o d
The present study would investigate the effect of a
combined use of the context method and the keyword method.
The context method may be regarded as a strategy to
facilitate learning by assimilation through comprehension of
information input (Bellezza, 1381). The provision or a
linguistic context is believed to activate the learner's
schema such that the new information will be assimilated
(Anderson, 1978; Rumelhart Sc Ortony, 1977).
The keyword method may be regarded as a strategy to
transform a non-meaningful stimulus into a meaningful
functional stimulus which is more memorable (Levin, 1981a,
1981b).
Memory schemata and mnemonic oevic.es operate r a t n e i
differently (Battig Bellezza, 1373). In second-}enguaoe
vocabulary learning, during the storage phase, the context
method operates by activating the learner's schema but the
keyword method operates by transforming the target word into
some other form so as to aid memory (Bellezza, 1381). The
major argument for the keyword method is that during
retrieval, it provides the learner with a. direct route from
the given target word to its definition, an advantage which
does not seem to exist in the context method.
The procedure a learner follows in the context
condition to retriev the definition oiven the taroe t word
(e.g. brawl) may be hypo thetica11y summarized as in Figure
2a. Figure 2b illus trate s the hypct he t ica1 croce dure of
retrieval in the keyword condition.
In the context condition, although the learner may
start successfully in Step 1 and Step 2, there is, no
guarantee for the successful search in Step 3, which
subsequently leads to Steps 4 and 5.
On the other hand, because the keyword method provides
a direct link between the stimulus and the response during
the storage phase, the route from the stimulus to the
response during retrieval is definite.
With the help of such a definite route, the keyword
method may also be expected to enable better long-term
retention. For example, Levin, Pressley, McCormick, Miller,
and Shriberg (1979) demonstrated that subjects who used the
mnemonic keyword method outperformed rote-memory subjects in
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b. Procedure of retrieval in Keyword condition
Figure 2. Procedures of retrieval in Context condition and
Keyword condition.
m second-language vocabulary learning, the context
method does not guarantee retrieval of the target word and
its definition. The keyword method may be more helpful
because the mnemonic device may provide a somewhat
artificial schema which may result in better learning
(Be 11e zza, 1981).
Accordingly, in the condition of using the
context+keyword method, i.e. the combined use of both the
context method and the keyword method, the learner may
choose between either learning by assimilation or learning
by the mnemonic keyword method. When the learner finds
learning successful by comprehension of the information
conveyed in the sentence context, he will not need to use
the keyword method to aid memory. Restle (1964) suggested
that subjects might learn items by actively sampling from a
pool of memorization strategies. Accordingly, when a
learner finds the sentence context of little help, the
keyword method will be expected to provide a mnemonic device
for fulfilling his purpose.
A mnemonic device may be thought to interfere with
conventional methods of learning such as the context method,
but some researchers suggested that mnemonic strategies
could be used to ensure completeness of retrieval and could
be used in conjunction with other methods of learningf
(Gruneberg Sykes, 1978).
Provided that the learner follows the instructions of a
combined use of the context and the keyword methods, the two
strategies would be expected to supplement each other.
Levin (136) has proposed an integration of two or more
strategies with different theoretical strengths. When
semantic strategies which are basically comprehension
oriented and mnemonic strategies which are basically memory
oriented are combined, the strengths of both kinds of
strategies may be fully exploited (Levin, 1336).
Individual Dif f e re nees
Some studies have examined the effect of individual
differences on the application of mnemonic strategies. For
Cj V C. m 1 O Vs £x Z C 1 Si T ' ~~ Y~ ! o r ?, f Q T O r ' - — j- — -7 - V-s —L a a lit i .. ? i i tj b b i c ] b® v 1 il ; if O ' :1c v t r o ill : wc l H or
variable of age. Other variables may be verbal versus
spatia 1 piocess1ng st y1e (De1aney, 133 ) , vocabu1sry-
learning proficiency (Pressley, Levin, Naka mu ra, Hope,
Bispo, cc To ye, 1 930), verbal ability (McGivern 0 Levin,
1983), etc. In this study, the effect of individual
differences in ability in reading comprehension would be
examined.
Levin, Divine-Hawkins, Kerst, and Guttmann (1974)
suaoested that some learners could benefit more than others
in imagery instructions, and that individual differences
must be taken into account during instructions involving
imagery. In 'this study which involves imagery instructions,
the factors of individual differences must be considered.
No reliable sex differences have been reported in
associative learning and elaboration research (Pressley
Dennis-Rounds, 1980), and the effect of sex differences
would not be the focus of interest in this stuoy. ouv
Atkinson C1974) has pointed out that research findings on
reading have indicated that girls generally perform better
than boys, and Merry (1980) has reported significant main
effect of sex on vocabulary learning involving context and
keyword conditions. Therefore, whether girls would learn
vocabulary better than boys in any of the methods
investigated in this study would be examined, and also the
effect of sex on comprehension after vocabulary instructions
with these methods would be examined. Merry (1980) found no
significant interaction between condition and sex, and such
interaction would not be expected in this study, either.
The effectiveness of the keyword method seemed to be
equally overwhelming with different levels of verbal fluency
and spatial ability (Delaney, 1978), and the facilitating
effects did not seem to depend on whether the definition
referent is concrete or abstract (Pressley, Levin,
Delaney, 1982). These two factors are thus not taken as
essential ones in this study.
It was found that Grade 9 students could be trained to
use elaboration as an aid for memory (Weinstein, 1982), but
individuals may vary in the degree of experiencing visual
imagery (Marks, 1972). To benefit from the keyword method,
Pressley and Levin (1978) found that interacting pictures
were not necessary for teaching 11-year-old subjects, but
•
Merry (1980) found that interacting pictures could be
helpful to low-ability subjects.
When more se1f—generation was required in a learning
process, larger differences between high- and low-ability
students might be found (McGivern Levin, 1383). McGivern
and Levin (1983) have demonstrated that high-abilitv—' JL
subjects would be expected to benefit more from a relatively
unstructured strategy such as a keyword method with sell¬
er e a t e d keyword and images, and that the difference between
high- and low-ability subjects would be expected to decrease
with an increase in the structure of the strategy such as aWi
keyword method with imposed keyword and image. However,
McGivern Levin (1983) also pointed out that their finding
should not be taken as evidence that self-created keyword
and i Triage should be better than imposed ones.
Press ley and Levin (1378) found that sixth graders
ta ugh t w i th t he ke y word method performed better t han contro1
subjects in Spanish vocabulary-meaning recall, whether the y
be given an interacting picture of trie re ferent and the
keyword, or separate pictures of the referent and the
keyword, or told to generate their own interacting image
given the vocabulary meaning and the keyword. However, they
found that second graders could benefit from the keyword
method only when interacting pictures were given. In this
study, imposed imagery with experimenter-provided keywords
were used in the keyword condition so that its effect would
not be undermined when used with low-ability learners.
Instructions Involving imagery may not benefit all
'
kinds of learners (Pressley, 1977b); and some learners may
thus benefit from the keyword method more than some others.
Educational researchers have always tried to find if there
were any aptitude—by — treatment interaction (Cronbacn Snow,
197). This study would at tempt to find if there were such
interact ion.
In two experiments, McDaniel and Pressley (1934)
taught university students 61 obscure English words in four
conditions, namely, (a) the keyword method with imposed
kc Wurci b u l i: o p i c i u i 6 ; ( b } the context mte tnoq w i oh
linguistic context but no definition, (c) the
context+keyword method with no picture and no definition,
and (d) control. The results indicated sucer ioritv of the
keyword method with low-ability subjects but not with high-
ability subjects. Low-ability keyword subjects recalled
significantly more word meanings than lew-ability context
subiects. but hiqh-abi1 ity subjects of the keywcrd groud and
the context group did not differ statistically st .05 level.
Signi1icant statistical Qiiierence was iouhg in cue lecaii
scores of high- and low-ability control subjects, but the
difference between high- and low-ability subjects in the
conditions involving the keyword method was not
statistically significant. It was also interesting to find
that low-ability contextrkeyword subjects recalled
significantly more than lew-ability context subjects.
High school students are generally more strategic than
elementary school children (Pressley 5c Levin, 1977 J Rohwer 5c
Bean, 1973). Elementary school learners do not usually
spontaneously generate strategies for memorizing
information, and even when they do, the strategies are
usually not effective (Levin, Scruggs, Dreczke, McGivein,
McCormick, 5c Mastropieri, 1983).
High-ability learners may have a bag of tricks for
learning vocabulary (Atkinson, 1975) and thus instructions
of memory strategies may benefit low-ability learners more
if they could follow well enough. High-ability learners may
apply their own strategies which they find effective unless
they believe that the newly introduced strategy is more
effective than t he i r cwn.
The ability to use memory strategies varies from oer sen
to person (Bellezza, 1931). According to Swanson (1937),
both high- and low-ability readers may represent information
give n by a 1e xica 1 item in two i ndependent memory stcrage s,
n a m e 1 y t h e v e r fc a 1 a. n d t h e image r y storage s . But hi g h -
—- —. r J— . . - - r- —t -- . r— -p,. V-• —. »».- ,— 4 - — — -4- - - • — -4- r f. 4- 1 so. kj i i i l i b ci U c 1 tr Fi 10 CS t G tf Pi C I 0 aJ : 6 L U zt w c i v a o tr U L . i
simu1taneous1y durinq ret rie va1 . Low-abi1 ity readers wou1d
te r.d t o re t r i e ve i nformat i on thr ough an i mager y r ou te ra.ther
than to activate both systems of storage at the same time
(Swanson, 1937). Delaney (197S) found that low-ability
learners might not benefit from verbal strategies, out low-
ability learners were found to be able to benefit from
imagery strategies (Pressley, Levin, Nakamura, Hope, Bispo,
Toye, 1980). . Imagery instructions could even improve
vocabulary recall of the mentally retarded (Martin, 1978).
It may be anticipated that high-ability learners would
benefit from any instruction on memory strategies provided
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that the .particular instruction is really effective and
provided that they use it to aid memory. It may aio be
expected that both high- and low-ability learners would
benefit more from the keyword me ihou l h a n the context iti6 lnou
because of the more constrained search process the keyword
method provides.
Research findings about the effect of ability on
learning vocabulary from context were rather inconsistent.
Nagy, Anderson, and Herman (1987) found no significant
c f 16 v v O x ability on leaiiiiiig i r om context, wn i 1 e other
i 0 Sccirch r i iiG I iio s i na i cate a t. h a X, 1 0 q it n 0 jt s with q i f i 6 6 n t
ab 11 i t ies var led in the i r compe te nee o f rnak i ng c u t word
meanings from context (Daneman A Green, 1986; Rankin
Overhclser, 1969; Sternberg Powell, 19S3). In the context
condition, high-ability learners might find their familiar
way of us i n g a 1 i n guis tic c ontex t h e1p f u1, bu t to the 1 ow-
ao i i i t y x 0 ar h 0s p 1 c c 0 s s 1 iio s 11 no s g i w 1 y g s 1 ri 0 1 0i~ o 0
n u Hi b e r of sentences couxd ce a buroe r..
Anticipated Difficulties in Forming Cantonese Keywords:
A Theoretical Discussion
The following difficulties in forming Cantonese
keywords for English target words may be anticipated, and
the language teacher will have to be very careful in
selecting appropriate keywords for each target word when the
keyword method is implemented.
Pronunciation Differences
Forming of Cantonese keywords for target English
lexical i'terns depends on the recognition of pronunciation of
the English lexical item and the matching of an
approximately equivalent sound in Cantonese. Also, the
recall of the Cantonese keyword relies on the learner's
ability to make use of the knowledge in letter-sound
correspondence of the English language so as to be able to
pronounce the targe t word. Without adequate know1edge about
the relationship between the spelling and pronunciation of
the target English word, the learner will not be able to
pronounce it and will subsequently be unable to recall the
keyword which is a similar sound.in Cantonese.
The English spelling system itself may create problems
in this respect (Avery Ehrlich, 1387) and there is hardly
a one-to-one match between spelling ana pronunciation. In
general, second language learners often find the
pronunciation of English vowels problematic. The different
ways the letter A may be pronounced in various words is a
good example of this problem (Ellis Tomlinson, 1980).
In particular, the distinction between tense and lax
vowels may be problematic to most learners of English as a
second language (Avery Ehrlich, 1987). Fortunately, as
far as the use of the keyword is concerned, as long as a
similar sound in Cantonese can be chosen, this should not
constitute a serious problem.
To most learners, not only to the Cantonese, the most
problematic consonant sounds would probably be the voiced
fricatives v, 3, z, and .j (Avery Ehrlich, 1987).
These sounds are absent in Cantonese, and so the Cantonese
learner may tend to substitute f or w for v, s for
z d for §, dj for 3 , etc. In forming keywords
in Cantonese, these substitutions will be inevitable.
Similarly substituting f for 0 and w for r
during the process of forming keywords in Cantonese sounds
will also only be natural because 0 and r do not exist
in Cantonese.
Word Stress
As each Chinese character consists of only one
syllable, the stress pattern in English words does not exist
in Cantonese. when a. Cantonese sound is selected. as the
keyword for a target English word, it is rather unlikely
that a one-to-one match of both articulation and tone can be
made. If the generally accepted classification of 9 tones
in Cantonese is considered, an equivalent sound in
Cantonese for the stressed syllable of an English word would
probably be in Ten e 1, whic h hc we v e r m a y nct c o nstituta a
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Chinese character. In other words, the sound in Tone 1 may
T4
be me a.n i ng i e s s and t n u s canno t be u se q a s a ke y w ord .
The number of tones in Cantonese may be controversial,
but it has been aenerallv accented that basicallv there are
nine tones (see Wong, 1954; Yuan, et al., 1960
CChung Hwa new dictionary], 1934).
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e.g. Wong (1954) classifies the nine tones of Cantonese
in a table with illustrations of the musical pitch of each
tone. The nine tones are divided into three series: the
upper, the lower, and the entering tones. The pitch of the
stressed syllable of an English word would probably match
that of the upper level tone of the Cantonese sound since
the pitch of both sounds would be high.
Upper Lower Up [Middle Low
Le ve 1 Rising Go i ng Le ve 1 Rising Goinc Entering
However, not every Cantonese sound has all nine tones
each with a meaningful Chinese character, e.g. the nine
tones of hT9n may be
TONE 1
x
_ r, 4 C~ ''TOT9 3 4 5 b o 2
樣 X x 乞 x 3
To illustrate the difficulty of selecting an equivalent
or similar sound in Cantonese in order to form the keyword,
the target English word vestige may be taken as an
example. The first syllable is stressed in the word
vestige 'vestidj . There is hardly an equivalent sound
tor v e s in Cantonese since v does not ex i s t in
Cantonese. Even if w were substituted for the v sound,
the sti 6Sb6Q iy 1 1 d.bx e w6 s vh icn r ese msoies Tone i in
Cantonese would not be able to match any Chinese character.
o
Therefore, the best match might be wad I in Tone 9.w 1 J
This problem of matching may const itute o great problem
i o i one Key w ore m n e rr« o n i c user ioe ca u s e i i o n e c o u 1 q n o t
r6 t r i e v e tne Can t ore s e e c u i v a i o n a o i t re ecu no o i a x arge x
E n q 1 1 s h w ord , o n e w ou 1 d not be able to recall the k e v w ord,—j •
and thus the interacting image, and s ubsequently the
referent of the target lexical item.
Semantic Particularity
In forming the keyword for a particular English word of
more than one syllable, an equivalent of one or more sounds
in Cantonese may be used. Each Chinese character generally
consists of one syllable only, so this will mean that the
keyword would be in one or more than one characters.
However, in Chinese, a character may not be the primary
lexical unit. The basic meaningful unit is the word or
ci (fs)) , and not the character or z i C ) (Lu Zhu,
1979).
A Chinese word may be composed of one or more
characters. Therefore, a single character may be a word au
the same time if it has a referent by itself. Some other-
characters may not be words by themselves and have to
combine with other characters to form words. For example,
波 be is a Chinese character which can form a word
是、錄
1 4
bo Id when it combines with the other character
41 %i D ! 後 'CO i s no l laK. t n as o worq dy i l.se o f .
In constructing keywords in Cantonese, therefore, even
when the sound of the keyword chosen and the sound of the
i
target English word do match, there is the possibility that
a meaningful keyword with an imageable referent may not be
o b t a i ne d .
In o ther sit uations, a match in the sounds of the
t 3 r Oct W O I G o. ft G. t I'l 6 k 3 V G i -J n: 3 G 3 I. 3 1 3. 3 3 3 l 3 3 ft 3 i
comp1icated ke yword which is at 1eve1s h i gher than the word.
For example, the keyword for speculative may be 樹考楊
S 3 c
sy pk kiu , which means a tree spanking a bridge, which
is virtually a sentence with a subject-verb-object
construction. This keyword may have the advantage of
providing a rich context for building a vivid image, but
may, on the contrary, have the disadvantage of complicating
the construction of an interacting image involving both the
keyword and the referent.
In order to get suitable keywords, students who were at
alevel higher than The subjects involved in the study, and
who knew nothing about the keyword method were asked to give
the approximate Cantonese sounds to the given English words,
and the experimenter selected from the collection in orqer
to form imageable keywords.
CHAPTER 3
EXPERIMENT 1:
TEACHING LOW-ABILITY FORM 4 STUDENTS
ENGLISH VOCABULARY WITH THE KEYWORD METHOD
0verv iew
Low-ability Cantonese-speaking Form 4 students were
taught 18 English word in four conditions: (a) The context
method, (b) the keyword method, (c) the context+ keyword
method, and (d) rote-memory control. The results indicated
superiority of both methods involving the keyword method in
immediate vocabulary recall score and also vocabulary recall
scores in both two weeks' and ten weeks' delayed posttests.
The context+keyword method proved to be better than the
keyword method alone in two weeks' delayed vocabulary
recall, but they did not differ in ten weeks'delayed recall.
Desiqn and Procedure
Hypothe sis
The null hypothesis of Experiment 1 is: There is no
significant difference among the context method group, the
keyword method group, the context+keyword group, and the
rote-memory control group in the mean scores of immediate
and two weeks' and ten weeks' delayed vocabulary recall.
Definition of Ter ms
ie context method refers to the use of a linguistic
context in teaching target words. The linguistic context is
written in three sentences which form a short passage. The
first sentence is the definition of the target word. The
next two sentences exemplify the meaning of the referent
C G i pe « Arnold, 137S).
The conte xt-fke vword method refers to a combined use of
both the context me thod and the keyword method.
1mposed i magery refers to experimenter-provided,
interacting images of the keyword and definition referent
ur I 6 5 l c y , be V i !1 , on U0 i o 110 y i ~ o c .
V r- v U r • 'z- 't. r K o c p. to ,'N f' ~ r- r 0 - »- v~ t r O I) r f di. a rV •_ O i „ SO' i.- 1 1 v_ v w . i V __ L . . f ? • w u i _ x. C i. •- w f -L J — C-i——— w
i o ni i i i o r w o i q i ii ci n y o fc n 0 i 1 0 n o ugo c , w h i c ht 3. p p 1 o x 1 rn 816 5 ci
p 8 r t ( s ) of 1 n 0 t o. 1 o 0 l w o i c 1n 0 1 ivt 0 o 0 s of t h 6 r 6 1 8 r 6 n t- o fL —' —'
the keyword ana the referent of the target word interact to
form a cuing structure to facilitate memory C A t kins on,
' q 7 F;1 i -i »
The (mnemonic) keyword method is a. two-otage proceaure
for re m e m b e rin g materials that have an associative component
(Pressley, Levin, Deianey, 1982). The keyword method is a
mnemonic device which provides both an acoustic i ink' ana an
imaaerv link between the target word and its referent.
-A mnemonic device, is a technique which aids .memory— ' i
(Hiabee, 1979). It is a strategy for organizing andor
encoding information with the sole purpose of making it more
memorable. A mnemonic device operates by forming a
cognitive cuing structure and the general purpose is co act
as a mediator between the stimulus and the information to be
recalled (Bellezza, 1981).
Se1f-created i magery refers to subject-generated,
interacting images of the keyword and definition referent
CPress1ey, Levin, Delaney, 1982).
Subjects
ine subjects for this study were Cantonese-speaking
Chinese students studying in Form 4 in a vocational training
school of Hong Kong. All were boys with ages ranging from
15 to 17. Four classes of students, i.e. 101 subjects took
part in the experiment. However, two subjects were absent
in the posttest and one subject dropped out after the
comprehension pretest. The scores of 38 subjects were
analysed in the comprehension pretest, vocabulary pretest,
immediate v ocabu1ary posttest, and de1ayed vocabulary
posttest two weeks after acquisition. In the delayed
vocabulary posttest ten weeks after acquisition and the
comprehension posttest, the scores of only 95 subjects were
analysed because three of the subjects were absent.
The objective of this study was to assess the
effectiveness of the stated methods in authentic classroom
vocabulary learning. Treatment was thus given to subjects in
intact classes.
The subjects came from 38 different secondary schools
and all of them had finished Form 3. All subjects had
failed in English in the JSEA which is a public examination
at Form 3 so as to qualify for Form 4 places. Students who
passed in English in the JSEA were not included in the
analysis. The four classes were presumably of similar
ability because the students had been randomly assigned to
the classes upon entry to the school. Each class was given
instruction of one of the four conditions.
It is assumed that subjects in different classes
were of similar academic ability ana intelligence, and that
subjects who had received a certain vocabulary instruction
would subsequently use the learnt strategy in definition
recall tests.
Research Design
A one-way design is used with the treatments (four-
conditions of instruction) as the between-subjects factor in
Experime nt 1.
The Material
The Tarqet Lexical Items—
First, 379 English words were taken from 912 words which
have appeared five times in a million in print (Carroll,
Davies, Richman, 1971; Thorndike Lorge, 1944). The
criteria for selecting these lexical items for this study
are: That they are not formed by combining two or more other
words; that they are not proper nouns, or abbreviations, or
vulgar words, or words confined to colloquial use; that they
are not transformations from more frequent words; that the
meaning cannot be detected with knowledge about prefix
suffix indications; that they do not appear in the lexicon
recommended for the First Certificate in English; that they
are not discipline-biased or culture-biased; and that they
are nouns, verbs, adjectives, or adverbs.
Words with a frequency of five in a million are
recommended as the upper limit of vocabulary suited to Grade
r? reamers (Thorndike u Large, 1 344). The First Certificate
in nnglish (FCE) is one of the British standardized
examinations of English proficiency for foreign learners at
t he intermediate i evei (Hindma r sh, 1330).
The Carribriage 'English lexicon is a full list of words,
derived from several word frequency books, which the
candidates of the FCE will be required to know so as to pass
the examination (Hindmarsh, 1380). Because Form 4 students
were the subjects in this study, the upper limit of Grade 3
v o c 8. b u i Si' y w o s c h o s cii f or e o u c o t i o ii o 1 re o s o n s The FCE is
e C- u i v o.. t !j c o 8 fi 111 v. e i fit t u i ci t e - v e x s o Hi c s l o i t ne w oros i ii
the Cambridge English lexicon could have been 1ntroduced t o
Form 3 1eaver s in Hong Kor ig, wriethe r they na ve been learn t
or not. The lexical items to be presented in this study
would preferably be those which the subjects have never
encountered before but ought to learn sooner or later. For
both educational and research reasons, therefore, the tarqet
words were English words which have a frequency of appearing
five times in a million, and which do not appear in the
Cambridge English Lexicon.
Length and Parts of Speech of the Lexical Items
From- the collection of 373 English words, 18 of them
(six nouns, six verbs, and six adject i vesadverbs) were
randomly selected to constitute the target lexical items for
this study. In each of these parts of speech, two items
were one — syllable, two were two-syllable, and the otnei lwo
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were of three or more syllables. A list length of 18 target
words was used to avoid both ceiling and floor effect
(Pressley, 1977a). To form the nine distractors in the
immediate posttest and nine distractors in each of the
delayed posttests, 27 more words were randomly drawn.
Nearly all of the research on the keyword method used
lexical items of three or 'Less syllables, and most of them
used concrete nouns. This could be a serious 'Limitation for
general izabil ity of the effectiveness of the keyword method.
The results of Levin, McCormick, Miller, Berry, and
Pressley's study (1982) showed that the effect of the
keyword method was not only restricted to nouns with
concrete definitions but it was also effective with verbs
and adjectives. In the present study, there was no attempt
to limit the target lexical items to word characteristics
because in normal teaching situations, the teacher will not
teach only short concrete words. Random selection of words
in different parts of speech and different lengths may also
help in the generalizability of results.
The Keywords
In this study, a list of target lexical items was given
to a Form 5 class of 30 students who were not involved in
this study. More matured learners and high-ability 'Learners
seem to be more adept in using mnemonic devices (Carlson,
Kincaid, Lance,- Hodgson, 1976 Singer, 1977). Students at
levels higher than that of the subjects may therefore be
better able to find suitable matches of sounds. They were
told to note down the sound of each word in any way they
think is best. The collection of transcriptions was then
chosen arbitrarily in terms of their imageabi1 i ty. The most
imageable transcription for each lexical item was chosen as
the keyword for that item. Two raters who did not know
anything about the keyword method were shown a list of these
K6 y w'oras . i rie y rated the m as 'oe i ng e a s 11 y i mage abl e cr no L,
and indicated what the image could be. Otherwise, another
keyword would be tried until each target lexical Item had a
k e yword, a nd a 11 t he 18 ke y word s were differs nt so a s t o
a v old interference, as w a r n e d b y Er k s t r a. n 6., w all ace , and
Underwood (1366). The imageable keyword for each of the
i terns w cx s us0Q in this s t u q y ( d e e nppt n q i x r-i x .
rr ? — ,L- T
l ne r nnrs _ l mu i u s
it Hi o. y be ct s s u fi'i e d that led r n era re rn e m b e r be 11 e r w • z h
the help oi pictures t n a n o n1y w11 h worq s (Hig b e e, 13 • r),
and pictorial stimuli were found to better facilitate long-
t e r mi l stent ion t h a n w ord s t 1 m u 1 i ( E ra inerd, De sroc h ers, «
Howe, 1381). To ensure highest level of learning, picture
s timu1i were used 1n this study.
Each picture was 42 cm X 30 cm in dice, with d coloured
picture illustrating the meaning of the lexical item. The
target word was printed in bold type in lower-case letters
on the left corner above the picture. Each letter was 3 cm
tall if it did not protrude above or below the medial
position, .e.g. the letters m, o, x, etc., and 6 cm tall for
letters which protrude either above, e.g letters b, o, f
etc., or below the medial position, e.g. letters p, q, y,
etc. The lines were 3 mm thick. On the top right corner of
uhe picture, the Chinese translation was printed 3 cm X 3 cm
with lines 3 mm thick.
Chinese translations of the target words were given
because even without the translation, subjects would be
expected to provide a label for each picture in their native
language . n a m m e r i y ( i 3i) iouno that oe of the subjects
presented with a picture dipicting a foreign lexical item
labelled the picture in their native language, and of these
labels only 4C% to 75% were correct. To avoid difficulties
in interpreting experimental results with individual
differences in interpreting and labelling the pictures,
chine se t r ansiations were given. Also, Pesck (1374 ) tound
that pictorial representations of information must be
accurately depic11ng that information in order to facilitate
TU e nt o r y . , here i ore the accuracy o i the picture in
representing the referent could be an important factor.
With the Chinese translation given, misinterpretation of the
picture would be avoided.
Two sets of pictures were used in this study. The
first set cf pictures each shows the referent of the target
word, and would be used in the pronunciation practice and in
the context and control conditions. The second set of
pictures each showing an interacting picture of the referent
of the • tarae t word and that of the keyword wou1 a be usea in
the keyword and the context+keyword conditions. Interacting
drawings were used in the keyword conditions because uhey
were found to have greater facilitative effect in recall
than drawings of objects side by side (Holyoak, Hugeterp,
iuiile, i32). Appendix B shows the interacting pictures.
Whether the picture shown to subjects during
presentation is chromatic or non-chromatic may affect the
effectiveness of the stimulus. A coloured stimulus may have
more appeal to the subjects (Stone, 1333), and children may-
have had more experience with colourful pictures than with
simple line drawings (Pressley, 13 7 7b) . The pictures for the
context method and the rote-memory control groups were
coloured. But there were two images in the keyword group
and the con text+keyword group, one for the keyword and the
other for the response. In the pictures for the keyword
group and the context+keyword group, the image on the
response s i de was co 1 o u r e o. be ca us e the st orage a no r e tr i e va 1
of t n i s i Hi a g e was c n e 1 oc us ox interest. i h e i mi a g e o i ti ew'
K e y w o r q w a s a b 1 a c n. — a n ci ~ w h i u e i i n e — o i a w i n g .
Presentation Rate and Practice
Research with the context method showed that
approximately 12 s (McDaniel, Pressley, A Dunnay, 1337) to
15 s (Levin, Mccormick, Mi11e r, Berry, Pressley, 1 382) was
necessary for a subject to process the material in a context
situation, and research on the keyword method have used
presentation rates ranging from 3 s (Pressley, 1987) to
about 15 s (Levin, McCormick, Miller, Berry, Pressley,
19 8 2). McDaniel and Tillman (1987) hdve used a presentation
rate of 20 s to 30 s for both conditions. Here, 8 s for the
initial pronunciation practice, and 15 s for the use of
various methods were the presentation rates because it was
found that 15 s was necessary for presenting an item with
the ccrite xt+ke yword method, and 8 s was necessary for
presenting each item with its definition and allowing the
subjects to utter each target word twice The presentation
rates were manipulated by using an audio cassette tape-
recording (see Appendix D) .
Instruments
The instruments in this study were a reading
comprehension subtest of a standardized English examination,
a reading comprehension posttest and a series of English
vocabulary-meaning recall tests given the target words
1. Reading comprehension subtest: A previous JSEA
English reading comprehension passage (322 words) with 10
multiple-choice questions.
2 Vocabulary pretest: A randomized list of 18 target
words. It was expected that the score of each subject would
be zero in the vocabulary pretest such that the subjects had
equal starts in learning the target words.
3 Immediate vocabulary posttest: A list of the same 18
target words and nine distractors, in a randomized order,
tested immediately after the instruction (see Appendix F).
4. Two weeks' delayed vocabulary posttest: A list of
the same 18 target words and another nine distractors, in a
randomized order, tested 14 days later (see Appendix F)
5. Ten weeks' delayed vocabulary posttest: A list of
the same 18 target words and another nine distractors
randomized, tested 70 days aiter first introduction of Lhe
target words (see Appendix F).
6 Comprehension posttest: Multiple-choice type
comprehension questions on dn experimenter-made reading
passage (435 words) including the 18 target words (see
Append i x E) .
The reading comprehension subtest, vocabulary pretest,
immediate vocabulary posttest, two weeks' delayed vocabulary
posttest, ten weeks delayed vocabulary posttest, and
comprehension posttest scores were the dependent measures.
Procedure
The reading comprehension subtest took about 15 min.
The vocabulary pretest, instructions, and immediate
vocabulary posttest took about one 35-min session. The
procedure was timed by the use of an audio cassette tape- A.
recording. The delayed vocabulary post tests took about 15
min each. The comprehension posttest took about 15 min.
The Reading Comprehension Subtest
All subjects were tested with a previous JSEA English
reading comprehension paper one week before instructions.
The Vocabulary Pretest
A list of 18 target words was given to the subjects who
wrote down the meaning of all of the words they knew within
4 min. The voice on the tape told the subjects that they
would be given a very difficult English vocabulary test, and
that for every correct answer, the subject would be awarded
a chocolate. The definition, or meaning, in-English or in
Chinese, or even in pictures or any other way to show the
subject's understanding would be accepted.
Pronunciation Practice
An audio cassette tape was used in each group for the
presentation. Each group listened to a one-minute
introduction. Then, each group listened to the same
presentation of the 18 lexical items one by one in the same
random order at the rate of 8 s per item, within these 3 s,
for educational purposes, all subjects in the four method
groups were asked to repeat each target lexical i t e m ora 11y
twice so that they also learnt the pronunciation of it. At
the same time, the experimenter raised the appropriate
picture in front of the class.
Instructions with the Four Methods
nariuO'v! l 5 appy opt i d. l-0 i or 0 o.en rne »_ n oq w0 y0 q i s t 1 1 u 0 Jc s o..
instruct ions wer e g i ven i n two re pe ated practicea.
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given for each me thod group. First, there was a thr ee-minut e
instruction with an example appropriate for the pan t1cu1ai
method group. Then the tape presented the lexical items one
by one at the rate of 15 s per item. Sub j ects weie also
told that they would be tested, after learning the IS lexical
items. After every sixth lexical item presented, the voice
on the tape reminded the subjects to use the particular
method of learning taught in each particular group.
In accordance with the voice on the tape, the
experimenter raised the relevant picture for that me thou
group in front of the class.
1. The context method group. Each subject was given a
list of the 18 target lexical items each with tne definition
of its meaning in one sentence. Two more sentences
exemplified its meaning. These three sentences together
I C L In d. oilGt t ITie d Li i HQ I U i poSSoUc . Th i S W a. V 0 f pi t Str !i lot i 0 11
was similar to that of Gipe and Arnold (1379). The
sen tenu s were of s 1 m p 1 e sentence structure as stipulated in
the English syllabus for primary schools of Hong Kong and
contain. wor.QS that appear in the Cambridge Engl i sh lexicon.
H o w e v er, G i p e a n d A mold's ( 1379) procedure o f a s k i n g
subjects to respond to a question whicn fur ther exe mp11fies
the target word was om 111 e d beca use this procedure wou1g
Lena to allow subjects oi this group to process the mate ra ai
more deeply 'than those in the other groups, and this might
give ad vantage to subjects of t h e contex t group. If th1s
P r oceciur e were to be used, it ought to c e us e q in a 1 ± f o u r
cond i t i ons , bu t the n the e f f ect o f the con te x t me t ho6 v er s u s
rote - me mor y would not be d i scr i minated.
Two Eno 1 i n L c. i'io o.0o0 10 o cnc i s n ao cn0 cn 0 q » s rn0 r 1 j0 o 0no
confirmed t h at average Form 3 lea rners would ha ve n o
difficulty in understanding the three-sentence context and
that the context could show the meanings of the target
words .
The picture for the context method group was the same
as that in the pronunciation practice.
2. The keyword method group. The same procedure as for¬
th e context method group was followed, except t n a c cue
instructions were different. The hanoout ior unis group
-contained only a list of the target words with a one-
sentence definition. The picture for the keyword method
group showed the coloured image of the a i g e l woio, simiia
to that for the pronunciation practice step and cha l f o i the
context method group; but in addition, where possible, a
line-drawing of the image of the keyword, which was not
coloured, was drawn such that the two images interacted with
each other. Subjects were told that they would be taught a
new method to remember English word meanings, and that they
would be tested to see how well they could use this method.
3. The context a'K e y w c r o group. The same procedure as
for the keyword method group was followed. The same
pictures as for the keyword method group were used. The
same handouts as for the context method group were used.
The same lastr uct i ons as f or the ke vword me thod we r e qi veil .
4 . T iu e rote- m e m o r y c o n t r o 1 q r Gup . The same procedure
as xo i t li e c o n t e x t met h o d g r o u p w a s l o j. ± o w e q . i h e same
pictures as for the context method group were used. The
same handouts as for the keyword method were used. Subjects
were told that they would be tested on how well they could
remember English word meanings, and they were instructed to
study the definitions carefully.
Fractice 2. Distributed schedules of presentation
seem to be better than massed schedules of presentation in
facilitating recall (Underwood, 1370). That is, presenting
a list of items twice may be expected to yield better recall
scores than presenting each item twice before presenting the
next one, even though the total time of presentation remainsj • •
constant. To ensure a high rate of retention in all groups
of subjects, the whole list was presented once again.
For the context group, the keyword group, and the
control group, the procedure in Practice 1 was repeated.
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For the context+keyword group, the procedure in
Practice 1 was repeated except. that the instruction in
Practice 2 included the use of the context method in
addition to the keyword method.
Immediate Vocabulary Posttest
Immediately after the presentation procedure, all the
handouts were collected. After the experimenter had made
sure that every handout had been retrieved, each subject was
given a test paper on which 27 English words were printed.
The subjects were told to write down the definition or
translation of each word next to it on the right. They were
told to mark a cross X against each item that had not been
presented in the learning procedure. 'hey were told that
they would be allowed 5 min to finish the test. They worked
on the items in any order they liked.
After every ninth word on the test list, the subjects
were prompted with a printed instruction to try to use the
method they had been taught in the lesson.
At the end of 5 min, the voice on the tape announced
end of test, praised the subjects and told them that they
would get their chocolates later. The voice also told
subjects that they could ask for two more minutes if they
had not finished. The experimenter asked if the subjects had
finished. If not, the subjects would be given two more
minutes. At the end of the extra two-minute period, the
experimenter announced end of test and collected the paper.
The test paper consisted of all the 18 target lexical
items taught in the session. In addition, nine distractors
obtained from the initial sampling process were mixed with
the target words and arranged in random order so as to avoid
guessing, or the use of an elimination strategy in the
testing procedure, or the use of first-letter mnemonic
strategies, e.g. putting the first letters of the list into
words in order to remember the list (Morris Cook, 1978).
The subjects were not told about the test two weeks
later.
Two Weeks' Delayed Vocabulary Posttest
This test was conducted 14 days after instruction. The
18 target lexical items were mixed with another nine
distractors and arranged in random order. The same
procedure as for the immediate vocabulary posttest was
followed. The subjects were told that they would be given
10 min to finish the test.
The subjects were told to try their best. The
experimenter showed a box of chocolates and said that for
each correct answer the subject would be given one
chocolate. After the ten-minute period, the experimenter
asked if the subjects had finished. If not, the subjects
would be given two more minutes. At the end of the extra
two-minute period, the experimenter announced end of test
and collected every test paper.
The experimenter thanked the class and said that
everyone had been working hard and so they shared the box of
chocolate s.
The subjects were not told about another test eight
weeks later.
Ten Weeks' Delayed Vocabulary Fosttest
ihis test was conducted 70 days after the date of
acquisition, i.e. 56 days after the two weeks' delayed
vocabulary posttest. The 13 target lexical items were mixed
with still another nine distractors and arranged in random
oroer. i ne s a me procedure as f or the i mme d i a t e vocabulary- x
posttest was followed. The subjects were told that they
w o u 1 d be o; i v en 10 m i n to finish the test.
After the ten-minute period, the experimenter asked if
the subjects had finished. If not, the subjects would be
C- I V 0 l'i L W O 3Ti C l 0 Fit i i i U l c S . ML t f) 0 6 li ti O 1 l Is 0 6 X X 1 o. X- W O ~~ Hi i fi U t r
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A r ead i n g coirip r a h e n s i on passage w h i c n i nc 1 uqq a j. x . is a
13 target words was given. The subjects answered nine
multiple-choice questions about the passage within 15 rnin.
At the end of the test, the experimenter asked if the
subjects had finished. If required, two more minutes would
be given, after which the test papers were collected.
Re su1ts
The Vocabulary Pretest
As expected, all ..subjects scored zero in the vocabulary
pretest. In. other words, the IS target words were new to
all subjects before instructions were given.
The Comprehension Subtest
q fi e — w a v analysis of v a r iance ( A im 0 V t) was conouc i6Q a 11 o
no significant difference was found among the mean scores of
the subjects in the four conditions at .05 level. It was
thus assumed that subjects had similar abilities in
comprehension and vocabulary competence. Scores in the
immediate vocabulary posttest, two weeks' delayed vocabulary
post test, ten weeks' delayed vocabulary posttest, and the
comprehension, posttest were therefore compared directly
o Hi O li G, 116 C G li G i t I O Fl S »
The Vocabulaiy Post tests
Reliability of the i m m e d i a t e v o c a. b u I a r y posttest,
a 1 pna= . 79 . i e s t — r e t e s t iei lability of the i m m e o i a z e
vc ca b u1 a ry posttest and two weeks' d e1 a y e d v o c a b u1 a r y
UO b L i c b t ; o i [jha- » O j »
A na i y s i s c i v a r lance C i c v a . was c o n q u c l e q w i t n me c n o q
(four conditions) as the betweensubjects measure and 11e
scores of the immediate vocabulary posttest, trie two weeks'
delayed v o c a b u1 a r y posttest, and the ten weeks delayed
vocabulary posttest as within-subject measures. The ANOVA
thus involved a repeated measures design. The results are
_L_ 1 rri ~ ' 1 4
iis te a in i aoie i.
For the between-subjects effects, the main effect of
method was found to be significant at .05 level. This
indicated that different methods of instruction yielded
different facilitative effects' on vocabulary meaning recall.
For the within-subject effects, the results of the
repeated measures ANOVA indicated significant main effect,
of the repeated posttests, and also significant effect of
interaction between method and the repeated posttests al .vo
Table
FgSM 1 ts Q_f ANQVA w i th Repeated Measures in
Experiment ]
(a) Between-subjects effects
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(b) Within-subject effects


















when repeated measures ANQVAs were conducted with the
immediate vocabulary posttest and the two weeks' delayed
vocabulary posttest, or with the two weeks' delayed
vocabulary posttest and the ten weeks' delayed vocabu1 ary
posttest as the with in-subject factors separately, similar
results were obtained at .05 level.
These results indicated significant difference between
the mean scores in the immediate vocabulary posttest, the
two weeks' delayed vocabu1 ary posttest, and the ten weeks'
q 6ia y 6 q vocabulary posttest a n q ais o sig ia iric a nt qiif a r a i i c a
in the effect of instructions on 1ong-1erm re tent1cn cf word
naean i ngs two weeks and ten weeks a i t e r ins t r uct 4 or. w i ~ h
respect to initial acquisition of word me anings.
I miued late v ocabu 1 ar y rostts t
One-way analysis of variance (ANOVA) was conducted to
determine the effects of the four conditions on immediate
vocabulary-meaning recall. The means and standard deviations
as functions of the four conditions are given in Table 2.
The results revealed significant difference in the mean
f
scores of vocabulary meaning recall immediately after
instruction, F(3,94)=10.95, MS=10.75, jo.G00i. A follow-up
analysis with the Tukey procedure revealed that the mean
score of subjects in the context+keyword group was superior
to the mean scores of subjects in the context group and the
control group at .05 level. The mean score of subjects in
the keyword group was superior' to that of the contexc group
but no significant difference was found between the context
Table 2
Mean Vocabulary-mean ina Rpnal 1 ?
Function of Condition in the Vocabulary Posttests ir
Exoeriment 1
CONTEXT KEYWORD CONTEXT+KEYWORD ROTE-MEMORY



































30. 78 , 0001
RETAINED
TWO WEEKS
39.51% 65.83% 82.15% 50.00%
















71. 1 R 0001
RETAINED
TEN WEEKS
30.97% 67.97% 75.05% 40.83%
group and the control group, between the keyword group and
the context+keyword group, and between the keyword group and
the control group at .05 level.
One-way ANOVAs were conducted to determine the effects
of the four conditions on immediate recall of meanings of
lexical items in different parts of speech with different
numbers of syllables. Subjects in both the keyword. group
and the context+keyword group outperformed subjects in both
the context group and the rote-memory control group in
1 __ , . _ . _ V- ~ f r A r— s 4 r~ r r -v 4 •
iectiiiirig vtr bb Mo =i •do, aria in6
n - - V- r~ r- — -L V- T - - _ . . f — V- 1 v r 4 « PT
i tr s. i n i Q g Ujlcir-oi laDie Oi (Mo, :4)-iD. j4, L. o -i. jj,— 0
p.000 1 ) . For the other parts of speech and two-syllable
words, el the of the methods involving the use of the
keyword showed superiority to either or both of the other
two cotid i t i oris , but no significant difference was f ound
among the four conditions in the immediate recall of the
meanings of one-syllable words.
The effects of the methods in the three vocabulary
posttests are shown in Figure 3. The main effects of parts
of speech and numbers of syllables on immediate vocabulary
posttest scores in the four conditions are illustrated in
Figures 4a and 4b.
Two Weeks' Delayed Vocabulary Posttest
The, means and standard deviations as functions of the
four conditions are given in Table 2. The percentage of
lexical items retained after a period of 14 days for each
condition is given in Table 2. The retention rate is


































Figure 3. Mean correct recall of vocabulary meaning of four




















(a) Main effect of parts
of speech on immediate
vocabulary posttest scores
in 4 conditions.
Cb) Main effect of numbers
of syllables on immediate
vocabulary posttest


















(c) Main effect of parts
of speech on delayed post-
test scores two weeks after
acquisition in 4 conditions.
Cd) Main effect of numbers
of syllables on delayed
posttest scores two weeks






















Ce) Main effect of parts
of speech on delayed post-
test scores 10 weeks after
acquisition in 4 conditions.
Cf) Main effect of numbers
of syllables on delayed
posttest scores 10 weeks
after acquisitions in 4
conditions.
Figure 4. Main effects of parts
of speech and numbers of
syllables on vocabulary








One-way ANOVA was conducted with two weeks' delayed
vocabulary posttest scores to determine the effect of
treatment on overall recall of lexical items taught. The
results revealed significant difference in the mean scores
of vocabulary-meaning recall 14 days after instruction,
F(3,34)=30.78, MS ___ = i 1 . 1 3, £.0001. A follow-up analysis
with the Tukey procedure revealed that the long-term
retention of learnt lexical items of subjects in both the
keyword group and the context+ keyword group was superior to
the long-term retention of subjects in both the context
group and the rote-memory control group; but no significant
difference was found between the long-term retention of
subjects in the context group and the rote-memory control
group. Also, significant difference was found between the
keyword method group and the context+keyword method group,
favouring the latter.
One-way ANOVAs were conducted to determine the effects
of the four conditions on two weeks' retention of meanings
of lexical items in different parts of speech and different
numbers of syllables. Subjects in both the keyword method
group ana the context+keyword method group outperformed
subjects in both the context group and the rote-memory
control group in retention of verbs (F(3,94)=31.92,
MS =1.60, pC.OOOl), two-syllable words (F(3,94)=23.96,
— e '
MS =1.84, p.0001), and three-syllable words (F(3,94)=27.71,
—e
MS =1.74, p.0001). For the other parts of speech and one-
c
syllable words, either method using the keyword was superior
to either or both of the other two conditions.
Main effects of parts of speech and number of syllables
on two weeks' delayed vocabulary posttest scores in the four-
conditions are shown in Figures 4c and 4d.
Ten Weeks' Delayed Vocabulary Posttest
The means and standard deviations as functions of the
four conditions are given in Table 2.
The percentage of lexical items retained after a period
of ten weeks for each condition is given in Table 2. The
i
retention rate is illustrated in Figure 3.
One-way ANOVA was conducted with ten weeks' delayed
vocabulary posttest scores to determine the effect of
treatment on overall recall of lexical items taught. The
results revealed significant difference in the mean scores
of vocabulary-meaning recall 70 days after instruction,
F(3,91)=27.15, MS =12.69, pC.OOOi. A follow-up analysis
with the Tukey procedure revealed that the long-term
retention of learnt lexical items of subjects in both the
keyword group and the context + keyword group was superior to
the long-term retention of subjects in both the context
group and the rote-memory control group; but no significant
difference was found between the keyword group and the
context+keyword group.
One-way ANOVAs were conducted to determine the effects
of the .four conditions on long-term recall of meanings of
lexical items in different parts of speech and different
numbers of syllables ten weeks after acquisition. Subjects
in both the keyword group and the context+keyword group
outperformed subjects in both the context gioup anq thie
rote-memory control group in retention of nouns
(F(o,91)-19.78, MSe=1.71, £.0001), of verbs (F(3,91)-25.48,
--e~ 7 3, £.0001), and also of adjectives ad verbs
CFC3,9i) = 19.03, = 2.09, p.000i) for ten weeks. The twov_-
groups involving the keyword method did not differ
signifioautiy in ten weeks- retention oi nouns and verbs,
but the context+keyword method was found to be superior to
the keyword method alone in retention of adject ivesadverbs.
Subjects in both the keyword group and the
context+keyword group outperformed subjects in the other
groups in ten wee K s re t ention of two — syllable words
i .01 , fi o = l 0 , d • u u u i ) , and triree-syiidbie woras— —,i TT . 4— 4.
S TT f 4 O __ 4 T A A v —i _ _ _.» i -t -
no, ti i - iz . ud, ho -1 . 2, . vvvi ) . r or one-syiiabie w or as ,e
bo th the ke yworu me thod and the conte xt + ke yword me thcd vere
found to be superior to the context method (F(3,31)=13.i0,
MS -2. 15, p.0001).
—e
Main effects of parts of speech and number of syllables
on the ten weeks' delayed vocabulary posttest scores in the
four conditions are shown in Figures 4e and 4f.
Comprehension Posttest
One-way AN0VA was conducted with comprehension posttest
scores to determine the effect of treatment on overall
comprehension advancement where recall of lexical items
taught could influence performance. The results reveaied
significant difference in the mean scores of comprehension
test 70 days after instruction, F(3,31)=7.28, MSe=2.79,
£.001. A follow-up analysis with the Tukey procedure
revealed that the comprehension scores of subjects in both
the k eywoiq o roup and the context+keyword group were
superior to the comprehension scores of subjects in the
context group but not to the r ote-me mor y control group.
There was no significant statistical difference found
between the context group and the control group.
—V _i 0 -• £ i £
The null hypothesis in Experiment i could be rejected.
L o w - a b i 1 i t y 1 e a r n e r s m a y rely on context so as to get.
the meaning of unfamiliar words (Ferfetti, Goldman,
Hoaaboain, 1 973). On the other hand, low-ability learners
may be handicapped in the parsing of syntactic structures.
In Experiment i where 13 new words were taught, each subject-
in the contex t method had t o manipulate 3 4 sante nce s.
.41 t h o u g n t i u e s e s e n t e n c e s w e r e w r i 11 e n in simple familial
structure, the weak learners might need a lot of effort to
manipulate each sentence. Taking Chall's (1983)
developmental point of view, low-ability learners may have
remained in the word-for-word stage and manipulating strings
of words to get meaning would be difficult even if all the
words are familiar to them. The large number of sentences
to handle may be a burden rather than help to these weak
learners. On the contrary, the subjects in the control
group had the advantage of sparing more time for repetition
'of the target words and their meanings.
The Context Method vs the Control
The results in this study showed that subjects in the
context method group did not perform better than those in
the conlroi group in immediate recall. Perhaps 13 words
were not too many for rote-memory while 54 sentences were
too many xor the low-ability subjects to comprehend within
one lesson if they could not make use of them to aid m e m o r v.
Lark in and Simon ( 1987) argued that some kinds of
information may be more explicitly displayed in drawings
than in sentences, and greater effort may be required to
elicit the same information from sentences than directly
from drawings. In this study, the context method might have
helped context subjects in storage of information given by
the sentences, but the low-ability subjects might not have
been a b 1 a to m a n a g e the la r g e n u its bar of s e n t snces to g a i n
more inf orme t1 on than what the pictures conveyed. Perhaps
the linguistic context had helped the context subjects in
gaining a little more information for better storage of the
word meanings than the control subjects, but the control
subjects had the advantage of having more time to gain
information from the pictures themselves.
Hall, Smith, Wegener, and Underwood (1381) found that a
list of words could be remembered better by presenting the
complete list than by presenting it item by item. Since
subjects in the control group were not taught with a
specific, strategy to follow, they would not need to follow
the instructions' strictly item by item especially in the
second practice. The control subjects migho be at an
advantage by being able to spare more uime on luems which
they thought would need more repetition and rehearsal in
order to remember them. Pernaps the context method hou not
been more facilitative than the control which allowed an
increased opportunity of repetition and rehearsal, or
perhaps the effect was not great enough to help low-ability
context subjects to such an extent as to exhibit better
performance than the control subjects.
Facilitative Effects of the Keyword
The context method did not seem to help much in
retention either. The subjects' scores in the context
method group and the rote-memory control group were not
significantly different in the delayed vocabulary posttest
either 14 .days or 70 days after receiving instructions.
That the context method did not enhance retention may be due
to the subjects' inability to make good use of the
linguistic context. It may be speculated that learners of
higher ability may perhaps find the context helpful in
facilitating memory, but low-ability learners may find the
context but an increase of the memory load.
The general pattern of decline in performance in all
four conditions over the three repeated test trials was
consistent with Nagy, Anderson, and Herman's (1987)
suggestion that decline in retention may be sharpest
immediately after learning and that this decline may become
increasingly gradual later.
However, the difference in rate of decline may indicate
effectiveness of particular methods in enhancement of
retention. The context+keyword method was found to be
superior to the context method and rote—memory control both
iii immediate recall and long-term retention of word-
meanings. The retention rates were 82.15% for 14 days and
75.05-o for 70 days which were much higher than in the
context .method and rote-memory groups.
There was no significant difference between the keyword
method and the context--keyword method in immediate recall
but difference between the two methods in long-term
retention for two weeks was significant. However, this
difference disappeared ten weeks after initial acquisition.
Both methods which used the keyword in teaching word-
meanings were thus found to be more effective than the
context method and rote-memory in facilitating long-term
re tention by 1ow-ab i 1 ity learner s.
utne r research ilnoings have a r c o i uci i catc u s up c i i ui i l y
of t n c k e y w o t q m e t i i o o c o u i i e con 0 x l- m e l n o d and to roue —
memory control (Levin, McCormick, Miller, Berry, 5c Press ley,
13 8 2; KcDan 1 e 1 5c Tillman, i e8 ; Pressley, Levin, nal i,
Miller, 5 Berry, 1380; Pressley, Levin, Xuiper, Bryant, 5c
Miche ne r, 133 2; rre s s1e y, Le via, 5c Miller, 1382), but the
difference of effects on high- and low-ability second-
language learners could be further investigated (Delaney,
i93) .
To high-ability- learners, many learning strategies
could be useful ( G i p e 5c Arnold, 1 3 7 9 ) , b u t to ± o w - a o i 1 11 y
j
learners, the incorporation of the keyword method may be
more effective in second-language vocabulary learning.
Experiment 2 will be conducted to compare the effectiveness
of the methods with different abilities.
a uoiTib iae a Use of The Context and Ke vword Methods
The subjects of the keyword method group in this study
did not perform significantly better than those in the rote-
memory control group in immediate recall. Implementing the
keyword method in large groups may have its cost-efficiency
advantages, but there is the disadvantage of not being able
to ensure the subjects' complete understanding of the
strategy, nor to ensure their strict compliance with the
instructions (P re s s1e y « Levin, 1330) . The k e yword me t hc d
was new to these subjects and in one single lesson, the low-
ability subjects might no t have mastered t he strategy.
Despite the possibility of not having reached its optimal
effect, subjects of the keyword method group did outperform
subjects i n uhe conte x t group a.no the rote — me moi y group i n
the delayed vocabu1 a ry post tests for 1ong-term re ten tio n.
although unfamiliar with the keyword method, subjects
in the context+keyword group had access to the linguistic
context. In case of doubt in using the keyword method, the
subjects could resort to the use of the context method which
they were familiar with. Although the context itself did
not help these weak learners in memory, it could have helped
understanding to a certain extent. With the aid Ox une
keyword method, subjects in the context+keyword method groupy '
could select from the 54 sentences a certain number of
sentences they thought could be helpful to their memorizing
the meanings. Subjects in the context+keyword group thus
did not have the problem of manipulating a heavy load of
linguistic context and they could have benefited from their
own selection of exemplifications in the context with a
deeper processing of the word-meanings. At the s o nt 6 t i ni 0 }
they benefited from the memory-enhancing keyword method.
Subjects in the keyword method group had to rely solely
on an unfamiliar strategy and in cases where they could not
master the strategy well enough, the y m1ght no t be able to
make use of the keyword to retrieve certain word-meanings.
The use of the unfamiliar keyword method in memorizing 13
new words may not have been an easy task for the low-ability
subjects. Perhaps with more practice with the keyword
method, they could perform better still.
Effectiveness of the keyword me thod in faci1 i tatino
iong-1erm memory oi wcro — meanings couid le expi aineq witn
Atkinson's (1975) model of the use of both an acoustic link
and a n image r y iinK so a o to e nh ance re tr i ev a ± ir om me moxy.
Although the context method might facilitate understanding
by processing information at the semantic level and thus
enabled a presumably firmer storage of information (Gipe £
Arnold, 1979), it might not enhance retrieval when the
subject encountered the lexical item later again. The
problem of memory may 1ie in both storage and retrieval or
information. For the low-ability learners, lower level
processing may be easier to handle. The keyword method
could provide them with an easier access to the word-
••
meanings stored in long-term memory.
It could be taken that the context method may be better
in enhancing storage of word-meanings by processing them at
the semantic level, while the keyword method may be b e u .= i
iii enhancing retrieval of word-meanings through the acoustic
ana imagery 1 inks between the keywords and the target
ie xic ai items. Subjects in the conte x ttke yword method group
might have benefited from the advantages of both methods.
The score- of the subjects in the rote-memory control
group revealed t ha t the subjects seemed to ha ve mor e
difficulty with long words. The keyword method and the
context +kevword method seemed to suffice particularly this
weakness of the low-ability subjects.
Choice of Keywords
The two methods involving the use of the ke ywords did
n o t s h c w a s m u c n e n h a a cement i n m e m o r i z i n g w ore — m e a n i n g s i n
o i i e — s y 1 1 a b 1 e adjective s a a v e r 0 s a s i n trie o t h e r w o r as. The
two w ora s oi this characteristic were s t ar k ana crisp
and oh e Ke vwords were ia mii iar n n gi is n w o rq s isi u and
kiss respectively. These were the only two words with
their k eywords i n English. It would be doubtful that
perhaps the use of familiar English sounds as the keywords
did not yield as great an effect as the use of uhinese
sounds for these particular subjects. Further research may
be needed to confirm this. In Experiment 2, the use of
English keywords would be avoided.
Comprehension Enhancement
The result's of the comprehension posttest indicated
superiority of the .two conditions involving trie keywoio
method over the context method but not the control. This
seemed to support the notion that a learner who had a better
mastery of vocabulary meanings would per f oi m better in
comprehension tests (e.g. Beck, Perfetti, 5c McKeown, 1982;
Draper Moeller, 1971; LaBerge . Samuels, 1974).
However, there was no clear evidence of enhancement in
comprehension scores by improving vocabulary learning4
through the use of the keyword method or the context+keyword
method. Perhaps the comprehension posttest with a 435-word
passage involving only 18 difficult lexical items was not
sensitive enough to detect the enhancement. Moreover, not
all the 18 target words had to be mastered before a subject
could answer the comprehension questions. To four of the
nine questions in the comprehension posttest, the subject
could make use of the context to give the correct answers
without actual mastery of the target words. The low
comprehension scores of the subjects in the context method
group could be related to their poor retention of target
words. This result did not confirm the hypothesis that when
a subject tries to use a strategy to retrieve information,
the mental capacity for other activities will be reduced
(Bjorklund Harnischfeger, 1987). If the effort in
applying a memory strategy had diminished the subjects'
capacity for manipulating the comprehension passage as a
whole, the performance of subjects in the keyword method and
context+keyword method conditions should have also been
hindered. j
The currently used context method did not seem to have
benefited low-ability learners. The keyword method and the
context+keyword method were found to be more effective than
the context method and rote-memory in long-term retention of
Lnglish vocabulary words for low-ability subjects. There
may therefore be reasons to incorporate the keyword method
into classroom practice when new English words are taught.
Limitations
i h e limitations o i l n i experiment w e r e i a n 1 y t h e
eifectiveness of the named methods were tested on teaching
rug x ion words to iow — ability C a n tone s 0 — s p e a .K i n g i n e s e
1
boys at the Form 4 level. The results may not be
generalized to their effectiveness on speakers of other
dialects or other second languages, or on both sexes, or on
more able learners. Experiment 2 of this study would
e x aiit i ne t ne factors o 1 sex ano aL i i i t y .
The sampling procedure may also constitute another
1 1 Pi i tci t i G Q 1 G ~L C c 1:6 i 5. i 2 ZaO 1 ± i L y G 1 t 11 1 S 5 t U Q V i Otr 0 1X6 C t
of teaching a limited number of lexical items in a single
lesson by a certain method may not be generalized to that of
a. 1 ona-term course of vocabulary development or one which
involves a large number of lexical items.
Aoe could be a factor in the effectiveness of the
keyword method, and therefore, findings in this study may
not be generalized to learners of other ages.
Also, the specific effectiveness of the methods
involving the use of keywords in teaching multi-syllable
words in this study may have been due to the nature of the
limited number of target words selected or due to the
particular keywords used. Further research may be necessary
to confirm the specificity or enhancement.
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context+keyword method, and (d) rote-memory control. The
results indicated that high-ability subjects did not differ
in performance in either immediate or two w66ks Qeiayed
vocabulary meaning recall among conditions. At the low-
ability level, contextekeyword subjects outperformed context
and control subjects in the two weeks' delayed vocabulary
meaning recall posttest, and keyword subjects outperformed
context subjects. The retention of vocabulary meaning for
two weeks o.f low-ability subjects in both groups involving
«•
the keyword method was found to be better than the retention
of subjects in both of the non-keyword groups at both levels
of ability.
Design and Procedures
Hvpo the se s
The null hypotheses of Experiment 2 are:
Hoi: There is no significant difference in the mean
scores on immediate vocabulary posttest, and delayed
vocabulary posttest, among the context method group, the
keyword method group, the context+keyword group, and the
rote-memory group at either level:of ability.
Ho2: There is no sionificant effect of interaction
between method of instruction and ability in the immediate
vocabulary posttest and the delayed vocabulary posttest.
Definition of Terms
The definition of each term in Chapter 3 is also
applicable in Chapter 4.
Subjects
The subjects for Experiment 2 were Cantonese-speaking
Chinese students studying in Form 3 in average-standard
secondary schools in Hong Kong, ages ranging from 13 to 16.
Eight classes of students from two schools, i.e. a total of
240, took part in the experiment, with two classes assigned
to each of the four conditions of instruction.
The objective of this study is to assess the
effectiveness of the stated methods in authentic classroom
vocabulary learning situations. Each treatment was therefore
given to subjects in an intact class.
The ability of students in each of the classes in each
school may not be equal. Although the ability factot cou±a
be controlled by using a factorial desian with the subjects'
abilities as one of the dimensions, there was the
possibility of having too few subjects in some of the cells.
io avoid having too great a difference in the number of
subjects in the high- and low-ability levels among the four
conditions, the following arrangement was made with
reference to the descending order of ability of the classes
A, E, C, and D as a result of streaming within each school.
For the first school, class A was taught with a
randomly assigned method (method I). Class B was taught
with another assigned method (method 2). Similarly, class C
was taught with method 3, and class D with method 4. For
the second school, the order of these four methods with
respect to the classes was: Method 4, method 3, method 2,
and method 1.
















The subjects with scores in the comprehension subtest
at or above the mean were classified as high-ability and the
others as low-ability.
Fesearch Desian
4 X 2 X 2 factorial design was used with the
treatments (4 conditions of instruction) and abilities in
English comprehension (high vs low) as between-subjects
factors, and the vocabulary posttests (immediate and
delayed) as the within-subject factor.
The vocabulary pretest, immediate vocabulary posttest,
delayed vocabulary posttest, and comprehension posttest
scores were the dependent measures.
The Materia]
The Target Lexical Items




The same keywords as in Experiment 1 were used in
Experiment 2 except for the words crisp and stark wh i ch
had English keywords in Experiment 1. The results of
Experiment 1 indicated that memory of these two words by the
keyword subjects was particularly weak. This might have
been due to an inappropriate choice of the keywords, and
perhaps keywords with Chinese sounds would yield better
facilitative effect than those with English sounds. In
Experiment 2, the keywords for these two target lexical
items were Chinese sounds.
The Picture Stimulus
The pictures as for Experiment 1 were used in
Experiment 2 except for the target words crisp and stark
where new Cantonese-sound keywords were used.
Presentation Rate and Practice
The presentation rate in Experiment 2 was similar to
that in Experiment 1, but the recorded audio tape was
amended because of the change of keywords for two of the
target words, crisp and stark .
Instrument s
The instruments in this experiment were similar to
those in Experiment 1: (a) A series of English vocabulary
meaning recall tests given the target words:
1. Vocabulary pretest: A randomized list of 18 taraet
words .
2. Immediate vocabulary posttest: A list of the same 13
target words and nine distractors in a randomized order.
3. Delayed vocabulary posttest: A list of the sarnie 18
target words and another nine distractors in a randomized
orde r.
(b) Two comnrehension tests:
4. Comprehension subtest: A reading comprehension
passage of a previous JSEA English paper with 10 multiple-
choice questions.
5. Comprehension posttest: Similar to that in
Experiment 1, a reading passage was constructed to include
all 18 target words. There were nine mu1tipie-choice
questions. The comprehension passage and the questions in
Experiment 1 were modified such that the subj scis would
need a definite mastery of the meaning of the lexical items
taught so as to give a correct answer to eight of the nine
quest ions.
Procedure
As in Experiment 1, the vocabulary pretest, the
instruction, and the vocabulary posttest took about one o5
min session. The procedure was timed by the use of an audio
cassette tape recording. The delayed vocabulary posttest
cina co m prehension posttest took another 3 5 - m i n session.
1 he comprehension subtest was conducted about one weak
before the implementation of treatment conditions.
The following steps were followed, similar to those in
Experiment 1:
1. The vocabulary pretest.
2. The pronunciation practice.
3. Instructions with the four methods
4. Immediate vocabulary posttest.
As in Experiment 1, the subjects were not told about
the test two weeks later.
5. Delayed vocabulary posttest: For long-term memory 14
days after the vocabulary instructions.
6. The comprehension posttest.
Re su 11s
Only the subjects who scored zero in the vocabulary
pretest were included in the following statistical analyses.
The subjects who had known any of the IS target words before
the instructions were not included.
Comprehension Subtest
The scores of the subjects in the comprehension subtest
were used to categorize the subjects into high- and iow-
ability groups. The overall mean score of the comprehension
subtest was 4.46. The subjects who scored 4.46 or above
were classified as high-ability subjects while the otheis
were classified as low-ability subjects.
The Vocabulary Posttests
Reliability of the immediate vocabulary posttest,
alpha=.86, and reliability of the delayed vocabulary
DOSttest. alnha= 7R
Analysis of variance (ANOVA) was conducted with the
factors of method (4 conditions) and ability (high vs low)
as between-subjects measures and the scores of the' immediate
vocabulary posttest and the delayed vocabulary posttest as
within-subject measures. The ANOVA thus involved a
repeated measures design. The results are listed in Table 3.
For the between-subjects effects, the main effect of
method was found to be nonsignificant at .05 level; but both
the main effect of ability and the effect of interaction
between method and ability were found to be significant
at .05 level. This indicated that different methods of
instruction did not differ in overall facilitative effects
on long-term retention of vocabulary meaning when the
subjects of both ability levels were pooled, but subjects of
different abilities scored differently in vocabulary recall
tests, and different methods differed in strength of
facilitation at different levels of ability.
For the within-subject effects, results of the
repeated measures ANOVA yielded significant main effect of-
the repeated posttests; and significant efiecu of
interaction between method and the repeated post tests was
also found at .05 level. These results indicated significant
difference between the mean scores in the immediate
vocabulary posttest and the delayed vocabulary posttest and
Table 3
Re svjI ts g_f ANQVA w i th Related Measures i
Experiment 2
(a) Between-subjects effects




























































also significant difference in the effect of instructions on
long-term retention of target words with respect to initial
acquisition of word meanings.
Neither the two-way interaction effect between ability
and repeated testing nor the three-way interaction effect
among method, ability, and repeated testing was found
statistically significant at .05 level.
Immediate vocabulary posttest. The means and standard
deviations at two levels of ability as functions of the four
conditions are given in Table 4. The results of two-way
ANOVA with the factors of method (4 conditions) and-
ability (high vs low) indicated no significant main effect
of method, but both the main effect of ability and the
effect of interaction between method and ability were both
statistically significant, F = 1 2 . 3 8 , p . 0 0 5 , and F = 3.21,
p.05 respectively.
These results revealed that there was no significant
difference in the mean scores of vocabulary meaning recall
immediately after different instructions, but subjects of
different abilities scored differently in the vocabulary
meaning recall test immediately after instructions. Also,
subjects of different instructional methods yielded
statistically different scores in the immediate vocabulary
•'V
meaninq recall posttest.
One-way ANOVAs were conducted to determine the effects
of method and ability separately when either of the factors
of method or ability was collapsed. The results indicated
that the effect of method was nonsignificant at .05 level,
Table 4
Mean Vocabulary-mean i ng—Recall Srnrps at Two r.eveis
aJ Ability as a Function of Condition in Two
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Sicmi f icantly superior at .05 level
but the effect of ability was found to be significant,
F=13.38, p.0005, with high-ability subjects scoring higher
than low-ability subjects.
When the results were analyzed separately at each of
two levels of ability, there was no statistical difference
among the mean scores of the vocabulary meaning recall
scores of the method groups in the immediate posttest of
either the high-ability groups or the low-ability groups.
When the results were analyzed separately at each of
four method conditions, the results indicated that high-
ability subjects scored significantly higher than low-
ability subjects at .05 level in the context group, F= 5.81,
p.05, and in the control group, F=17.16, g.0005; but the
effect of ability was nonsignificant for the keyword group
and the contexts-keyword group at .05 level.
Delayed vocabulary posttest. The means and standard
deviations at two levels of ability as functions of the four
conditions are given in Table 4. Two-way ANOVA was
conducted with the factors of method (4 conditions) and
ability (high vs low). The results indicated significant
main effect of method, F=9.50, p.001, significant main
effect of ability, F=9.95, p.005, but no significant
interaction effect of method X ability at .05 level.
The results indicated that different methods of
instruction yielded statistically significant difference in
the amount of vocabulary meaning recall two weeks after
instruct ion.
The percentage of retention of lexical items after a
period of 14 days for each condition at each level of
ability is given in Table 4. The retention rates for high-
ability subjects and low-ability subjects are illustrated in
Figure 5 and Figure 6 respectively.
One-way ANOVAs were conducted to determine the effects
of method and ability separately on overall recall of
lexical items 14 days after initial acquisition when either
of the factors of method or ability was collapsed. The
results indicated that the effect of method was significant,
F=10.03, £.0001; and the effect of ability was also
significant, F=11.71, £.0001.
When the results were analyzed separately at two levels
of ability, no significant statistical difference was found
among the mean scores of vocabulary meaning recall of the
four method groups in the delayed posttest of the high-
ability groups, but the difference among the scores of the
four method groups at the low-ability level was
statistically significant, F=9.18, £.0001. A follow-up
analysis with the Tukey procedure revealed that the low-
ability context+keyword group outperformed both the low-
ability context group and the low-ability control group; and
the low-ability keyword group outperformed the low-ability
context group.
When the results were analyzed separately at four
method conditions, the results indicated that the difference
101ween the scores of high—ability subjects and low—ability
subjects in the control group was statistically significant,































Figure 5. High-ability subjects' mean correct vocabulary-
meaning recall of four conditions at two vocabulary































Figure 6. ' Low-ability subjects' mean correct vocabulary-
meaning recall of four conditions at two vocabulary
posttests in Experiment 2
high- and low-ability subjects was nonsignificant at .05
level in all of the other three method conditions.
The main effects of parts of speech and numbers of
syllables on two weeks delayed vocabulary posttest scores
in the four conditions are shown in Figures 7(a) and 7b).
Figure 8 illustrates the retention rate of each of the
four conditions at two levels of ability.
The Sex Factor
It was expected that the factor of sex should have
little effect on paired-associative tasks involving
elaboration (Pressley Dennis-Rounds, 1980). To confirm
this, firstly, three-way ANOVA was conducted and the results
indicated that the main effect of sex and the main effect of
method were both nonsignificant in the immediate vocabulary
posttest although the main effect of ability was significant
at .05 level. Also, apart from statistically significant
two-way interaction of method and ablity, all other two-way
and three-way interactions of sex, method, and ability were
nonsignificant at .05 level.
The results thus revealed that the factor of sex had no
significant effect on vocabulary recall immediately after
instruction.
Secondly, Three-way ANOVA was conducted with the
factors of method, ability, and sex in the delayed
-•
vocabulary posttest. The results indicated that the main
effects of method and ability were significant but the main
effect of sex was nonsignificant at .05 level. Apart fron



















(a) Main effect of parts
of speech
(b) Main effect of no.
of syllables





Figure 7. Main effects of parts of speech and numbers of



































A = Immediate vocabulary posttest
R = Two week's delaved vocabulary Dostest
High-ability subjects
Low-ability subjects
Figure 8. High- and low-ability subjects' mean correct
vocabulary-meaning recall scores of four conditions at
.two vocabulary posttests in Experiment 2
at .05 level, all other two-way or three-way interactions of
method, ability, and sex were nonsignificant.
One-way ANOVAs were conducted to determine if there
were significant differences between male and female
subjects immediate or long-term recall scores of vocabu1ary
meaning in each of the four conditions. The results
indicated that there was no . significant statistical
difference between male and female subjects in either
immediate or long-term recall of vocabulary meaning in the
keyword group. However, the difference between male and
female context+keyword subjects in immediate vocabulary
recall was statistically significant at .05 level, 7=4.32;
but the difference between the two sexes in the
context+keyword group in long-term recall of vocabulary
meaning was statistically nonsignificant. In the context
group and the control group, no significant difference was
found between the two sexes in either the immediate
vocabulary posttest or the delayed vocabulary posttest.
Errors of Vocabulary Meaning Recall
Some researchers speculated that subjects involved in
the mnemonic keyword method might be more liable to
interference of the keyword (e.g. Willerman Helvin, 1979)
such that they might remember the keywords instead of the
vocabulary meanings. If this were the cae, the subjects
»
taught with the keyword method would be expected to produce
more errors in their vocabulary meaning recall with respect
to the number of attempts made in each of the vocabulary
recal1 postte sts.
To examine this possibility, the number of errors made
(i.e. number of attempts - number of correct responses) were
compared among the four conditions at each of two levels of
ability. The results of one-way ANOVAs revealed that for
both high- and low-ability subjects, no statistical
difference was found in the number of errors made.among the
four conditions.
Also, the number of words recognized as untaught during
the instructions was compared among the four conditions.
The results of one-way ANOVAs indicated no significant
statistical difference among the four conditions in either
the immediate or the delayed vocabulary posttest at .05
level. These results indicated that no particular condition
yielded a significantly greater amount of wild guesses in
either recall test.
Comprehension Posttest
The results of two-way ANOVA with the factors of method
of instruction and ability indicated that there was
significant main effect of method, F=3.47, p.02, and
significant main effect of ability, F=93.29, p.00l; and the
effect of interaction between method and ability was also
.statistically significant, F=10.37, jo.001.
The ' results of one-way ANOVAs separately with the
factor of method and the factor of ability indicated that
the effect of method was significant, F=4.03, p.01, and the
effect of ability was also significant, F=88.02, pC.0001,
showing that the high-ability subjects performed
significantly better than the low-ability subjects in the
comprehension posttest.
A follow-up analysis with the Tukey procedure revealed
that subjects in the control group performed better than
subjects in the context method group but not better than the
groups involving the keyword method, whereas the difference
among the keyword group, the context+keyword group, and the
context group was not statistically significant.
When the results were analyzed separately in each of
the four conditions, significant statistical difference was
found between the scores of high- and low-ability subjects
in each condition. This result indicated that high-ability
subjects outperformed low-ability subjects in the
comprehension posttest irrespective of method of
instruction.
When the results were analyzed separately at two levels
of ability, significant statistical differences were found
among the mean scores of the comprehension posttest at both
ability levels. A follow-up analysis with the Tukey
procedure revealed that subjects in the high-ability control
group outperformed all other high-ability subjects; but at
the low-ability level, subjects in the keyword group
outperformed subjects in the control group in the
comprehension posttest. The results of analysis of the
comprehension posttest are shown in Table 5.
Table 5
Mean Comprehension Posttest Scores as a Function o f























































F=25.28 5.12 7. 43 82. 36
Standard deviations are in brackets [ ]
Significant at .05 level Significant at .0001 level
Significantly superior at .05 level
Discussion
Null hypothesis Hoi of Experiment 2 could only be
partially rejected. The main effect of method of
instruction was found only in the low-ability group, and not
in the high-ability group.
Null hypothesis Ho2 of Experiment 2 could be rejected.
Interaction between method of instruction and ability was
found statistically significant at .05 level.
The Ability Factor
The results of Experiment 2 indicated no superiority of
method of instruction in immediate recall of vocabulary
meaning for subjects of either high- or low-ability. These
results were beyond expectation.
The results in the delayed vocabulary-meaning recall
posttest seemed to support Atkinson's (1975) suggestion that
high-ability learners are able to use effective strategies
on their own in order to aid memory of vocabulary meanings.
High-ability subjects did not differ significantly in long-
term vocabulary-meaning recall scores whether they be taught
with any memory strategy, or no strategy at all.
Perhaps high-ability context subjects had been able to
make use of the linguistic context to aid long-term memory
of the meaning of only 18 target words. On the other hand,
high-ability subjects in the control group could have made
use of self-deviced mnemonic strategies to aid memory
(Rohwer, Raines, Eoff, Wagner, 1977). Several other
studies have also indicated that some control subjects may
use self-deviced elaborative strategies (Kemler Jusezyk,
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1975 Martin, Boersma, Bulgarella, 1968). Low-ability
control subjects might not have been able to use their own
mnemmonic strategies as effectively as did high-ability
subjects and thus recalled a lot less in the delayed
posttest.
The Context Method vs the Control
Neither of the keyword conditions yielded superior
scores in either the immediate or delayed vocabulary
posttest in high-ability subjects, and the context condition
did not yield superior scores as compared to the control
condition, either. This result, therefore, failed to find
superior effect of the context method to the control, which
Gipe and Arnold (1979) found in the high-ability subjects in
their experiment. Perhaps high-ability subjects did not
find manipulation of 54 sentences a burden, but the
information contained in these sentences might not have been
helpful for retention, either.
To the low-ability subjects, the context method did not
seem to help much in vocabulary meaning recall 14 days after
receiving instructions. Consistent with the findings in
Experiment 1, the context subjects did not perform better
than control subjects in the. delayed vocabulary posttest.
Low-ability subjects of the.context condition might not have
been able to use the linguistic context to aid memory.
Superiority of the keyword group to the context group
and superiority of the context+keyword group to both the
context group and the control group found in the delayed
vocabulary posttest in Experiment 2 were consistent with the
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findings in Experiment 1. Low-ability subjects may find
memorizing the linguistic context a burden rather than help.
Keyword Facilitation
Findings of other research have indicated superiority
of the keyword method to the context method and to rote-
memory control (Levin, McCormick, Miller, Berry, Pressley,
1982 McDaniel Tillman, 1987 Pressley, Levin, Hall,
Miller, Berry, 1980 Pressley, Levin, Kuiper, Bryant,
Michener, 1982 Pressley, Levin, Miller, 1982) but in
this experiment, only the context+keyword method was found
to be superior to both the context method and the control,
and the keyword method by itself was found superior only to
the context method but not to the control in long-term
vocabulary-meaning recall.
Retention Rate
In all four conditions in both Experiment 1 and
Experiment 2, the mean recall scores dropped over time.
This finding is consistent with Slamecka and McElree's
(1983) suggestion that normal forgetting may occur in any
condition. However, the difference in the rate of drop of
performance may reveal effectiveness of particular
instructions in enhancement of information retention.
The retention rates of 63.20% and 60.15% respectively
for high-ability and low-ability context+keyword subjects
were much higher than the retention rates of respective
subjects in the context group and the control group. The
retention rates of the keyword subjects, 58.89% and 56.85%
respectively for high- and low-ability subjects were also
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comparatively high, though lower than those of respective
context+keyword subjects.
McDaniel, Pressley, and Dunay (1987) have found that
the effect of the keyword method may be found in the short
term and it may not enhance information retrieval after a
long period. However, in this study, results of both
Experiment 1 with low-ability subjects only and Experiment 2
with subjects of a wider range of abilities were not
consistent with this finding. Indeed, in Experiment 2,
superiority in recall was found in the two weeks' delayed
vocabulary posttest rather than in the immediate posttest.
The Context+keyword Method
It seems quite reasonable to take Atkinson's (1975)
explanation that the keyword method facilitates retrieval
from memory through a more direct route from the stimulus of
the given word to the desired response of the meaning.
Although the context method may facilitate storage of
vocabulary meaning through deeper semantic processing which
may lead to better understanding (Gipe Arnold, 1979), in
the long-run, the learner may not be able to make use of the
context to retrieve such information because the linguistic
context itself does not provide direct access from the
stimulus to the desired response.
However, the keyword method by itself did not seem to
be more useful than rote memory since the former did not
yield significantly higher recall scores than the latter
either immediately or two weeks after initial acquisition.
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The combined use of the context and keyword methods
seemed to be more useful. It, may be argued that subjects
taught the target words with the keyword method only were
totally unfamiliar with the strategy and the effect of the
keyword method might not have reached its optimal level.
Turner (1983) found that when subjects were taught
vocabulary-learning strategies, they seemed to be so
preoccupied with executing the strategies that they failed
to learn the actual lexical items. In this study where
subjects were given only two examples before they executed
the keyword method to learn 18 lexical items, a problem
similar to Turner's (1983) might have occurred.
In contrast, the context+keyword subjects had the
choice between the use of the familiar context method and
the newly introduced keyword method. For those words which
the subject found memorable with the context method, the
linguistic context would help memory. For other words which
the subject found that the context did not help much, the
keyword method could be chosen. Also, whenever the subject
thought that the keyword method might not be helpful for a
certain target word, there was always the linguistic context
provided for use. It may be assumed that low-ability
context+keyword subjects have benefited from both the
advantage of storage enhancement facilitated by the context
method and the advantage of retrieval enhancement
facilitated by the keyword method.
It is also worth noting that the retention rates of the
low-ability subjects in the keyword group and the
118
context+Keyword group were 56-85% and 60-15% respectively
two weeks after initial acquisition, whereas the retention
rates of high-ability context subjects and high-ability
control subjects were 35.76% and 46.88% respectively. The
retention rates and the mean scores in the delayed test
displayed by the two low-ability groups involved in keyword
instructions and the two non-keyword high-ability groups may
be taken as evidence of effectiveness of the keyword
strategy in helping the low-ability learners to improve in
vocabulary-meaning retention up to the performance of their
more able counterparts.
Characteristics-of Target Words
Hall, Wilson, and Patterson (1981) have emphasized the
importance of investigating the effectiveness of the keyword
method in teaching lexical items of different
characteristics. In both Experiment 1 and Experiment 2 of
this study, the variables of parts of speech and number of
syllables were considered. In both experiments, with a
random selection of lexical items of varying numbers of
syllables and parts of speech, the context+keyword method
was found to be superior to the context method in the
low-ability subjects' delayed recall of vocabulary meaning.
Although the cont.ext+keyword method was found to be
superior to the context method in teaching low-ability
subjects, it could not be interpreted as an indication of
effectiveness of the context+keyword method irrespective of
word characteristics. Indeed, the result might have
reflected the weakness of the context method rather than the
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effectiveness of the context+keyword method, and specific
effectiveness of each method in. teaching words of particular
characteristics may need further investigation.
In Experiment 1, English keywords had been used with
the adjectives stark and crisp and no remarkable effect
of the keyword methods was found. In Experiment 2, Chinese
keywords were used instead, and the results indicated
facilitative effect of the context+keyword method. This
finding seemed to support Levin, Pressley, McCormick,
Miller, and Shriberg's (1979) argument that the choice of
keyword might affect its facilitative power.
The Sex Factor
The results of analyses involving the factor of sex
indicated that instructions involving the keyword method did
not yield significantly different results in long-term
vocabulary-meaning recall of male and female subjects in
Experiment 2. As expected, the factor of sex had little
effect on the effectiveness of the keyword method and these
findings seem to support Pressley and Dennis-Rounds' (1980)
suggestion that the factor of sex would have little effect
on paired-associative tasks involving elaboration.
Keyword Interference
To address Willerman and Melvin's (1979) speculation
that keyword subjects might be more prone to interference of
the imposed keywords, errors and guesses made by the
subjects were analyzed. The results did not support
Willerman and Melvin's expectation. Subjects of the two
instructional groups involving the keyword method did not
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suffer from erroneous recall of the keywords instead of
vocabulary meanings, and neither did they make wild guesses
to such an extent as to yield statistically significant
difference as compared with the context or control subjects.
Comprehension Enhancement
According to Whitney, McKay, Kellas, and Emerson
(1985), if a subject had known more than one meaning of a
target word, he or she would have had access to all these
word meanings in long-term memory in a parallel manner
independant of context, and the choice among these meanings
to suit the context would take a long time. According to
Tabossi (1988), however, if the subject were given the
context, access to the specific meaning among the several
choices would be faster.
In this study, subjects were taught only one meaning of
each target word, and thus during the comprehension posttest
involving the target words learnt, the context subjects who
had been taught to make use of context to remember the word
meanings should be at an advantage since firstly, the
context would facilitate lexical access more directly, and
secondly, because there was a one to one match between the
target word and its meaning, access to the specific meaning
of the word in that specific context would be more ready.
On the other hand, the keyword subjects would have to
make use of a mnemonic strategy to facilitate lexical
access, and this deviation of focus of attention from the
context itself might be expected to impair overall
comprehension.
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In the case of having taught subjects only one meaning
of each target word, it might be reasonable to expect better
performance of the context subjects in the comprehension
test. However, the results in neither of the experiments in
this study supported this view. In Experiment 1 with low-
ability Form 4 students, the subjects in both the keyword
group and the context+keyword group gained significantly
better comprehension posttest scores than the context
subjects but not the control subjects. in Experiment 2,
low-ability keyword subjects gained significantly better
comprehension posttest scores than control subjects but not
better than the subjects in the other two groups whereas
high-ability control subjects outperformed subjects in alp
the other three high-ability groups.
It is apparently possible to explain the result in the
high-ability groups by an interactive-compensatory model
(Stanovich, West, Feeman, 1981). There was no significant
difference among the subjects in overall vocabulary recall
and the mean score of each group was well below the maximum
possible score of 18 at the vocabulary posttest. Therefore,
to each of the subjects in all four conditions, there were a
number of familiar words in the comprehension posttest
passage. Subjects who had been taught the target words with
a certain strategy would try'to recall the meaning of each
word but the control subjects would immediately shift to the
use of the context to make out the meaning of the passage.
Perhaps this shift efficiently compensated for the
deficiency in processing the text at the lexical level.
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The results with the low-ability groups seemed to
suggest that the keyword method was not only facilitative
in vocabulary recall but also in comprehension when the
passage was loaded with the target words. However, if this
had been so, the context+keyword subjects should have
outperformed the non-keyword subjects as well. Also, the
relationship between the amount of lexical items recalled
and comprehension performance as an explanation could not be
accepted in Experiment 2. Perhaps the use of both the
keyword method and the context method for lexical access
could be too complicated for some of the subjects during the
process of text comprehension while the keyword method alone
had not been so complicated as to hinder text comprehension.
In any case, a conclusion for the results of the
comprehension posttest in either of the ability levels could
hardly be drawn. After all, the comprehension posttest
passage may not have contained a required proportion of
target words to constitute an instrument sensitive enough
for the purpose (see Anderson Freebody, 1983).
General Findings
General findings of Experiment 2 suggested that the
currently used context method might not benefit low-ability
learners. in vocabulary. meaning recall. In contrast, the
context+keyword method was found to be more effective in
facilitating long-term retention of English vocabulary
meanings for low-ability subjects in this study. However,
the keyword method alone did not yield as promising results
AC% those found in previous research literature (e.g.
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Atkinson Raugh, 1975 McDaniel Tillman, 1987 Pressley,
Levin, Hall, Miller, Berry, 1980 Pressley, Levin, Kuiper,
Bryant, Michener, 1982 Pressley, Levin, Miller, 1982).
The results of both Experiment 1 and Experiment
keyword method might be useful in helping low-ability
Cantonese-speaking learners to remember English vocabulary
meanings. There are reasons, therefore, to recommend an
incorporation of the keyword method into the classroom as a
mnemonic strategy supplementing the context method currently
used as a predominant vocabulary-learning method.
Furthermore, the combined use of the context method and the
keyword method may be expected to be more effective when
implemented with low-ability learners. It may also be
expected that through the incorporation of the keyword
method in vocabulary learning, the difference between high-
and low-ability learners may be decreased (McG i vern Levin,
1983).
Limitations
Finally, it may be necessary to recapitulate the
limitations in this study. The subjects have come from only
two schools, and so the classificaion of high- and low-
ability subjects may not have represented the actual ability
levels of the population of Form 3 learners in Hong Kong.
The sampling procedure may thus constitute a limitation to
the generalizability of the findings.
Similar to the limitations of Experiment 1, the
indicated that a combined use of the context method and the
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findings in this experiment may not be generalized to other
levels of education or to subjects of other ages.
Also, the results in this study may only indicate the
effectiveness of the method under investigation with
Cantonese-speaking subjects learning English as a second
language and may not be generalized to learners of other
languages, or learners speaking other Chinese dialects.
Furthermore, effectiveness of the context+keyword
method found in this study where 18 target English words
were taught in one lesson may not be generalized to a long-
term English language course or to situations where a
greater number of target words are taught.
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CHAPTER 5
CONCLUSION, IMPLICATIONS AND RECOMMENDATIONS
Overview
In this chapter, a conclusion of the findings in the
two experiments of this study is drawn, implications for
second-language teaching and for further research are
discussed, and recommendations are made.
Conclusion
The keyword method, either by itself or when used
together with the context method, was found to be more
effective than the context method in enhancement of
immediate recall and delayed recall two weeks and ten weeks
after initial acquisition.of 18 English target words taught
to low-ability Chinese students of Form 4 in Experiment 1.
A similar pattern of superiority was found in
Experiment 2 with low-ability Form 3 students in the delayed
vocabulary posttest, but not in the immediate posttest. To
high-ability Form 3 subjects, there was no significant
difference in whatever method they were taught either in the
immediate or the de Payed posttest.
The retention rates of the methods involving the
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Keyword were remarkable. The currently popular context
method did not prove to be more effective than rote memory.
To low-ability learners, the context method seemed to be the
least useful among the methods investigated in this study.
On the other hand, the keyword method proved to be an
e f fect i ve mnemonic aid to supplement the context method in
vocabulary instruction to low-ability Chinese students at
the levels concerned learning English as a second language,
and it has the potential to minimize the difference between
high- and low-ability learners.
The effects of vocabulary instruction on comprehension
were not clearly found. Further research with more
sensitive instrument will be necessary to address this
problem.
Implications for Second-language Vocabulary Teaching
1. Use the keyword method as a mnemonic aid. The
basic assumption in the use of the keyword method in
vocabulary learning is that the target word and its meaning
are discrete pairs which can be learnt by an application of
paired-associate learning theories. However, it may be
oversimplified to assume that there is a one-to-one match
between the target word and its meaning (Meara, 1980). A
word may have more than one meaning. And even when used in
the same sense, words may have different meanings in
different contexts (Anderson, Pichert, Goetz, Schallert,
Stevens, Trollip, 1976). The keyword method can only
teach one of the meanings at a time. It may thus be
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necessary to teach the learner to derive meaning frog
context during extensive reading. (Jenkins Dixon, 1983),
it is therefore recommended that the keyword method,
although empirically found effective, should not be taken a
the only way for vocabulary learning. Actually, in ar
authentic classroom situation, it may be impossible, and i1
is not desirable either, to teach a purely definitional
lesson on word meanings (Stahl, 1983). Learning isolated
words out of context would undermine the context-dependent
characteristic of the word (Beheydt, 1987). Perhaps, other
strategies should be taught at the same time, and the
keyword method may be taken as a mnemonic aid supplementary
to these other strategies.
2. Evaluate keywords continually. Not all keywords
seemed to be equally effective. It is thus recommended that
if the keyword method were used in the classroom,
evaluation of the effectiveness of each keyword should be
done continually and more effective keywords should be
chosen to replace less effective ones.
3. Begin with imposed keywords with interacting images.
To begin with the keyword method, imposed keywords with
given interacting images may be more helpful to beginners.
Also, pictures may be assumed to help memory better than
just -words (Higbee, 197.9). It is recommended that when
vocabulary is taught with the keyword method, imposed
keywords with interacting images given should be used at the
start.
4. Individualized keyword instruction. Individualized
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instruction, particularly using the computer, may be more
effective in teaching reading '(Atkinson, 1974), and in
previous research literature, individualized instruction
with the keyword method seemed to have produced more
promising results (e.g. Atkinson, 1975) than group
instruction (e.g. Johnson, Adams, Bruning, 1985).
Although the present study found the effectiveness of the
keyword method in a group setting, it would be reasonable to
expect even greater effects in an individualized setting.
It is recommended that in future when individualized
instruction is more popular in Hong Kona, the keyword method
as a mnemonic strategy should be used more. Furthermore, a
strategy may not be equally effective for every learner. The
specific skills and ability of the learner may be taken into
account when a certain strategy is devised (Levin, 1986).
Individualized instruction of the keyword method would allow
adjustment of the method in accordance with individual
differences so as to yield optimal learning results.
5. Develop self-created keyword strategies. It might
be more beneficial if learners could generate relations
between items to be associated in order to improve their own
learning efficiency (Danner Taylor, 1973). Weinstein
(1982) argued that this may be particularly important for
learner-s of Grade 9 or above since these learners will
experience a change from a more structured instructional
environment to a more spontaneous one. It is therefore
recommended that self-created keyword strategies be
developed as a mnemonic aid in English vocabulary teaching
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in learners of senior secondary classes.
6. Develop letter-sound competence. Low-ability
learners may have difficulty in pronouncing the target word,
due to their low competence with letter-sound relationships.
This inability will handicap low-ability learners in their
use of the keyword method. To better capitalize on the
keyword method, it is recommended that learners be taught
letter-sound relationships- so that they can pronounce the
target word, and thus recall the sound of the keyword.
7. Avoid keyword interference. Some keyword subjects
responded to the test stimuli during the vocabulary meaning
recall tests by giving the keywords instead of the meanings.
When vocabulary is taught with the keyword method, Pressley
and Levin's (1985) recommendation that a reminder not to
take the keyword for the meaning should be taken in order to
avoid interference.
8. Adequate practice. Vocabulary instructions may not
be adequate for the acquisition of the enormous size of
vocabulary required by the learner (Jenkins Dixon, 1983).
The keyword method, even though proved to be effective in
these experiments, may have to be taught more thoroughly so
that the learners would feel at ease to use it on their own
in order to retain new lexical items. Furthermore, it may
be assumed that new words are mostly learnt incidentally
through* exposure to the language rather than through formal
instructions (Jenkins Dixon, 1983 Jenkins, Stein,
Wysocki, 1984). Exposure to printed material should thus be
vital, and extensive reading should be encourage.
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9. Use the context+keyword strategy. The keyword
method by itself did not seem to be as effective in
Experiment 2 as it was in Experiment 1 of this study.
Perhaps Barr (1984) was right to state that no single method
would be consistently more effective than any other. First,
perhaps factors other than the method itself could have
consequences for the learning outcome. Second, students of
certain aptitude might respond to a certain treatment better
than others, as supported by results of Experiment 2 in this
study. McDaniel and Pressley (1984) indicated that the
keyword method might compensate for the poor vocabulary-
learning ability of low-ability learners. The results in
this study also indicated that a combined use of the context
method and the keyword method could compensate for the low-
ability subjects' poor vocabulary-learning ability. It is
recommended that the keyword method be taught as a mnemonic
aid to low-ability learners of English in Hong Kong.
Implications and Recommendations for Further Research
1. Need to verify long-term effects. It is not clear
whether the keyword method is as effective in the long term
with a large number of target words as it is in the short
term with a small number of target words. Even though a
method may be found effective, there is the need for
repetition and review during a long-term course of
instruction (Jenkins Dixon, 1983). In agreement with
Meara (1980), it is recommended that well-controlled
classroor tests be conducted in future to verify its long-
term effect with larae number nf taraet words .
2• Examine the effects on active vocabulary. The
effectiveness of the keyword method in teaching passive
vocabulary was examined in this study. Its effectiveness in
developing active vocabulary is not yet clear (Heara, 1980).
It is therefore recommended that future research should
address its effectiveness in active vocabulary development.
3. Examine the effect of word concreteness. Johnson,
Adams, and Bruning (1985) have tested the effectiveness of
the keyword method with concrete and abstract words. In
future research on the effectiveness of the keyword method
in teaching Chinese students learning English vocabulary,
the factor of word concreteness should be addressed.
4. Examine self-created keyword strategies. Mi11er
(1378) claimed that an average child could learn about 20
new words each day. This figure suggested that it would be
more fruitful to teach children how to learn by themselves
rather than to give direct vocabulary instructions in order
to expand vocabulary size. Therefore, further research on
self-created keyword strategies incorporated into the
context method may yield even more fruitful results in
vocabulary development. Furthermore, self-created keyword
strategies do not require as much effort and resources as
teacher-imposed keyword strategies and thus, in terms of
cost-effectiveness, the former would be more economical.
5. Further s ys te matic studies. The context method was
Qot found to yield remarkable results, particularly in low
3 i 1 i y 1 earners , perhaps because instructions in the use
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of context clues during reading have not been systematic
enough (Ryder, 1986), and so learners might not be able to
use contextual clues effectively enough to help themselves
remember word meanings. Further research on the effective
use of context in vocabulary instruction may be necessary.
Similarly, the keyword method did not seem to be very
effective by itself. Perhaps the way of presentation should
be improved. Systematic studies of how the mnemonic strategy
could be best taught would be required in future.
6. Give feedback. The subject's choice of a strategy
might depend on their knowledge about its effectiveness.
Pressley, Levin, and Ghatala (1984) have demonstrated that
adult subjects would choose to use the keyword method more
after they had been given practice trials followed by a
test, and children would onl y be aware of the effectiveness
of the keyword method if explicit feedback were given after
the test. The subject might not have chosen to use the
keyword method which was not a familiar strategy. Perhaps
the subject would tend to use the keyword method more than
they had if they had known that the keyword method could be
much more effective than rote memory in vocabulary
acquisition. Better results with the keyword subjects could
hav.e been obtained if they had been given practice trials
followed. by a test with feedback given so that they could
experience the effectiveness of the mnemonic keyword method.
7. The keyword method in listening. Effectiveness of
the keyword method in vocabulary learning in the listening
mode may be worth investigating. Cutler and Norris (1988)
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argue that when a listener hears a continuous speech, the
words are recognized by means of segmentation of each word
at the strong syllable in order to initiate lexical access.
Thus in future research on effectiveness of the keyword
method in learning vocabulary in the listening mode, the
factor of position of the keyword at the stressed or
unstressed syllable should be carefully examined.
8. More sensitive instrument required. In this study,
results of the part of analyses concerning the comprehension
posttest were rather inconsistent. This might have been due
to a low percentage of the target words in the passage such
that the passage was not difficult enough for the subjects.
After all, this part of the experimental design was
primarily exploratory. It is recommended that in future
research, if a passage is constructed such that it contains
the target words, a high proportion of target words will be
necessary in order to make it a sensitive instrument.
9. A larger number of target words for a representative
sample. In the present study, the number of lexical items
pertaining to each word characteristic, such as parts of
speech and numbers of syllables, was not large enough, and
thus a conclusion could not be drawn about the effect of
word characteristics on each. Similarly, a conclusion about
the effect of using Cantonese keywords or keywords with
familiar English sounds could not be drawn either. It is
therefore recommended that future research could investigate
the effects of these factors with a more representative
sample of target words.
APPENDIX I
LIST OF THE TARGET WORDS AND THEIR KEYWORDS
(Words in brackets are the keywords)
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SENTENCES FOR THE CONTEXT CONDITION
The Context Worksheet
Try to use the sentences to help you remember these words.
e.g. mallet A mallet is a wooden hammer.
Tom used a mallet to break nuts.
He didn't use an iron hammer.
e.g. wa1rus A walrus is a large sea-animal with two long
teeth like the elephant's.
The walrus moves slowly on land but it swims
fast in the sea. It likes to eat fish.
1. freak A freak is an unusual or strange thing.
Mary's dog has five legs.
Everyone says it is a freak.
2. shin The shin is the front part of the leg below the
knee .
The stick hit Tom's leg below the knee.
It hurt his shin.
3. bai1 To bail is to throw water out of something.
Water came into Tom's boat.
Tom bailed the water out.
4. brawl To brawl means to quarrel noisily.
Tom and Mary both wanted the ticket for Alan's
concert.
They brawled over it and the ticket was torn.
5. crisp Crisp means hard and dry, and breaks easily.
The McDonald's chips are very nice.
They are hot and crisp.
6. stark Stark means hard and can't move.
Mary pushed her father but he didn't wake up.
He was dead and the body was stark.
7. ai1ment Ailment means illness.
Tom had a very strange ailment.
No medicine could help him.
8. vestige Vestige means a small sign or something left
over.
Tom knew that a mouse had eaten his cake.
He found the vestige of its visit.
9. bequeath To bequeath means to plan to give away things
before dying.
Mary's father bequeathed her his big house.
Mary was not happy because her father was
dying.
10. appal To appal means to frighten.
Tom told Mary that her boy-friend killed
himself. Mary was appalled at the news.
11 transient Transient means lasting for a short time
only.
Tom gave Mary a flower but it fell into the
river. There was only five seconds'
transient happiness.
12. gaudy Gaudy means too bright but in bad taste.
Mary puts on large and gaudy jewels.
Tom thinks Mary has bad taste.
13. consolation Consolation means something that comforts
an unhappy person.
Mary's father died. Tom said some words
of consolation to comfort her.
14. mercenary A mercenary is a soldier who works for
another country for money.
Tom left his country to work in South
Africa. He became a mercenary and lived in
the army camp.
15. confiseate To confiscate means to take away something
so as to punish someone.
Tom listened to the radio in class.
The teacher confiscated it.
16. exasperate To exasperate means to make somebody
angry.
Tom said some bad words to Mary. She
was exasperated and did not talk to him.
17. frantically Frantically means very excitedly.
Mary phoned to ask Tom to go to her party.
Tom jumped frantically with joy.
18.- specu1 ative Speculative means making wild guesses.
' Mary thinks Tom has a new girl-friend.
Tom tells Mary not to be speculative.
APPENDIX C
SCRIPT OF RECORDED INSTRUCTIONS
1• The Pretest Pronunciation Practice Procedure
(Same for all 4 method groups)
(Pretest paper distributed)
How are you, boys and girls? I have some very
difficult English words and I would like to see if you know
any of them. This is not an examination, and so let's have
some fun. Please write down your class and your number in
the class. How old are you? Are you a boy or a girl? Do
you remember your last exam result? What marks did you get
in the General English exam last time? If you don't
remember, never mind. Just write down if you passed or
failed. i
Each of you should have a list of English words.
Please try to write down the meaning of each word. You'll
have four minutes to do it. You may give your answer in
Chinese, or any other way you like. You may even draw a
picture. We just want to see if you know any of these
words.
This is a very difficult exercise, so if you get one
mark, we will give you a chocolate. If you get two marks,
you'll get two chocolates. You may now begin. Good luck.
(4 min blank tape)
Time is up. Please finish the last word. Make sure
that you have written down your class, your class number,
your sex, and your English exam result, and hand in your
paper. (Experimenter collects pretest paper)
Can you pass your paper to the teacher, please? We
will mark your paper so that we know how many chocolates you
will get. How many correct answers did you get? Alright,
now let's learn these words. They are difficult words but
I'm sure we can learn them. the teacher will show you a
picture that tells you the words' meaning and I'll show you
how they are pronounced. Will you say these words after me,
Pi ease? Are you ready? Now begin.
(Exnerimenter raises the appropriate picture for each item)
Number I. Freak. Repeat after me. Freak (I sec pause).
Freak (1 sec pause).
A freak is an unusual or strange thing.
Shin. Repeat after me. Shin (1 sec pause).
Shin (1 sec pause).







Bail. Repeat after me. Bail CI sec pause;.
Ba i 1 (1 sec pause).
To bail is to throw water out of something.
Say Brawl (1 sec pause). Brawl (1 sec pause).
To brawl means to quarrel noisily.
Say crisp (1 sec pause). Crisp (1 sec pause).
Crisp means hard and dry, and breaks easily.
Say Stark (1 sec pause). Stark (1 sec pause).
Number 7
Number 8
Stark means hard and can't move.
Say ailment (1 sec pause). Ailment (1 sec pause).
Ailment means illness.
Say Vestige (1 sec pause). Vestige CI sec pause).
Vestige means a small sign, or something left
over.
Number 9 Say Bequeath (1 sec pause).
Bequeath (1 sec pause).




Say Appal (1 sec pause). Appal (1 sec pause).
To appal means to frighten.
Say Transient (1 sec pause).
Transient (1 sec pause).
Transient means lastinq for a short time onlv.
Number 12
Number 13
Say Gaudy (1 sec pause). Gaudy (1 sec pause).
Gaudy means too bright but in bad taste.
Say Consolation (1.5 sec pause).
Consolation (1.5 sec pause).
Consolation means something that comforts an
unhappy person.
Number 1 Say Mercenary (1.5 sec pause).
Mercenary (1.5 sec pause).
A mercenary is a soldier who works for another
country for money.
Number z Say Confiscate (1.5 sec pause).
Confiscate (1.5 sec pause).
To confiscate means to take away something so as
to punish someone.
Number 16 Say Exasperate (1.5 sec pause).
Exasperate (1.5 sec pause).
To exasperate means to make somebody angry.
Number 17 Say Frantically (1.5 sec pause).
Frantically (1.5 sec pause).
Frantically means very excited.
Say Speculative (1.5 sec pause).
Speculative (1.5 sec pause).
Speculative means making wild guesses
Number 18
Very good. We have finished reading 18 words.
(Experimenter distributes worksheets)
Now, the teacher will give you a piece of worksheet. Do you
still remember the words? Do you know how to say them? On
the worksheet, you will see these words again. There are
those 18 words we learnt. Do you remember them? I'll show
you how you can remember them better.
2. Instructions' with the Methodsi i n
(There are four different versions of this section for the
four different method groups. Experimenter should use the
appropriate cassette tape for each particular group. This
part of instructions lasts three minutes.)
(a) For the CONTEXT method group
On the paper the teacher gives you, you will see the meaning
of psnh word and two more sentences about it. These two
sentences will help you to understand more about the word.
In the example, you see the word mallet. (Experimenter
raises the appropriate picture) What does it mean? A
mallet is a wooden hammer. What can we do with a mallet?
Tom used a mallet to crack nuts. He didn't use an iron
hammer. Now, do you understand what a mallet is? In the
following list, you'll have 18 words to learn. Try to use
the sentences next to each word to help you remember its
meaning. At the same time, your teacher will show you the
picture of the word. Look at the picture, read the sentences
and try to remember the meaning. After that, we'll practice
the whole thing once again. At the end of the exercise,
let's see how many word-meanings you can remember. Now
forget the mallet and we'll begin soon. Now you may look at
some of the sentences before we start. You may write
something on the paper so as to help remember the word
meaning.
Are you ready? Now begin.
(The voice goes through all 18 items as in Appendix C.
Experimenter rasises an appropriate picture for each item.)
(After the sixth and twelfth word, the voice says: In this
exercise, try to use the three sentences to help you
remember the meanina.)
Now, let's practise once again.
(The above instructions are repeated.) (Experimenter
rasises an appropriate picture for each item.)
(b) For the KEYWORD method group
On the paper your teacher gives you, you will see the
meaning of each word.
(Experimenter raises the keyword-target interacting picture)
In the example, you see the word mallet. What does it
mean? A mallet is a wooden hammer. How can we remember
mallet? Look at the picture. Can you see the wooden
hammer? We can use a keyword to help us remember the word
mallet. The keyword is a Chinese sound me1. Mallet-
sounds like mE1 in Chinese. The picture for this
example shows a person mE zyfc [carrying on the back!
a mallet. In the following list, you'll have 18 words to
learn. For each word, there is a keyword. The keyword may
be one word or several words. They have a sound similar to
the Enqlish word. The keyword me1 and the English
word mallet play together to form a picture. Your teacher
is showing you the picture. Look at it and try to remember
it. It will help you remember the meaning. After that
let's see how many word-meanings you can remember. Now,
let's forget the mallet, and we'll begin soon. Now, you may
look at some of the word — meanings on the worksheet before we
start. You may write something on the paper to help you
remember the word-meaning.
Are you ready? Now begin.
(Experimenter rasises an appropriate picture for each item.)
Number 1.
Number 2.
Freak. A freak is an unusual or strange thing.i. i. . « i re
The keyword i fei1. Look at the picture.J - . fwJ ' » ' »
It is a freak, and this freak 合 'wui fe i1 .
Shin. The shin is the front part of the leg
be low f hp lnop
The keyword is 秦 sin-. Look at the picture.
It shows the shin. On the shin. there is
hou- hsn ge5 sin
Bail. To bail is to throw water out of






bei2. Thp nint.urp shows
a hand bailing out water with a ge ix bei2 .
Brawl. To brawl means to quarrel noisily.
The keyword is 菠嚴 bo' 1o . The picture
shows two 诞翁 bo 1o4 brawling.




gee yfc 1 ik9 si6 . The
gosyfo 1ik9 sifc lifting
weights which were crisp.
Stark. Stark means hard and can't move
The keyword is si da2 . The picture
shows 一條起： yet7 tiu1' s i4 da2 the ice so as
to save tne man.
In this exercise, try to use the keyword to remember the
picture and the meaning of the word.
Number 7. Ailment. Ailment means illness.
The keyword is hou2 men. The picture
shows a man who has an ailment, and he thinks the
medicine is hou1 mBn7 .
Number 8. Vestige. Vestige means a small sign or something
left over.
The keyword is 7 wat9 sytc
The picture shows the vestige of a person's
wat svt6.
Number 9. Bequeath. To bequeath means to plan to give away
t-.h inas before dvina.
The kevword is gwB i~ ,
The picture shows 一 ’是 y ? t7 dztk8 gw3 i 2
makina a dying man bequeath his watch to his son.
Number 10. Appal. To appal means to frighten.
The keyword is a3 po4. The picture
shows a3 p4- is very frightened.
Number 11. Transient. Transient means lasting for a short
t i me only.
The keyword is
shows a persor
tsag1 syn4. The picture
tsan1 svn4 but he fell
intn water within'a short time.
Number 12 Gaudy. Gaudy means too bright but in bad taote.
The keyword is gwo . The picture shows a woman
with bright, ugly jewels in the shape of £ 'awo2 .
In this exercise, try to use the keyword to remember the
picture and the meaning of the word.
Number 13. Consolation. Consolation means something that
comforts an unhappy person.
The kpvunrH i onnn0 . Thp nirt.urp
shows a 彳良 qon2, so makina a crvina airl
happy again
Number 14. Mercenary. A mercenary is a soldier who works
for another nnuntrv for mnn»v.
The kevword i mf1 syn. The picture
shows a mercenary to 9 1 svn-- - - — — — A v J • r»« A
Number 15. Confiscate. To confiscate means to take away
something so as to nun i ;h someone.
The keyword is ain2 f e i ae i 1 . The
picture snows a man qon2 f e i x qei1, but
an officer confiscates his gold
Number 16. Exasperate. To exasperate means to make somebody
anqrv.
The keyword is 7 sa - be i - ne i . The
picture shows a man giving sand sa- be i- ne i3
to another man who is exasperated.
Number 17. Frantically. Frantically means very excitedly
The keyword is 翻贫 fan tit£ qwsifc . The
picture shows a mar :4 fan titb awe i
He finds a lot of monev and iumns frantinallv
Number 18. Speculative. Speculative means making wild
guesses.
The keyword is sy ppk- k u.
The picture shows a speculative man trying tc
L'nnrk dnun a hr 1 Hop with a f»~op
sv6 oFk kiu4 and hopes to find qold.
Now, let's practise once again.
(The above instructions are repeated.) (Experimenter raises
an appropriate picture for each item.)
(£) For the CQNTEXT+KEYWQRD method group
In Practice 1, instructions for the keyword group are given)
(Experimenter raises the appropriate picture for each item.)
(In Practice 2, instructions for the context group are
given, but for each target word, the keyword is also given.)
(Experimenter raises the appropriate picture for each item.)
(After the sixth and twelfth words, the voice says:
In this exercise, try to use both the keyword and the
sentences to help vou remember the meaning.)
(d) For the ROTE-MEMORY CONTROL group
On the paper your teacher gives you, you will see the 18
words again; but this time, on the right-hand side of each
word, there is a. sentence. This sentence tells you the
meaning of the word. Try to remember the meaning. You may
write something on your paper to help yourself remember the
words.' Tiy to remember the word-meanings in any way you
like. You may read the sentence aloud, or you may remember
the picture. Let's look at the example.
(Experimenter raises the appropriate picture.)
This is the picture of a mallet. What is a mallet? A
mallet is a wooden hammer. You can try to repeat this many
times so that you can remember it. You can remember it in
Hh i np;p : For example a mallet is a 111 'muk9 fbcey4 .
How do you sav 才、 muk9 tsoey4 in Rnal ish? It is
mallet. Now, do you know what a mallet is? How do you say
it? Can you tell me the meaning of a mallet? Try to repeat
and repeat until you can remember the meaning. After the
exercise, we'll see how many words you can learn in one
lesson like this. This is not an examination. We only want
to know how well you can remember. Do you want to know how
many words you can learn in one lesson? Let's try to find
out. Now, you may look at some of the sentences on the
paper before I read them to you. When I read them to you,
your teacher will show you the picture of the word meaning.
You may read now.
Are you ready? Now begin.
(The voice reads each word with its meaning twice)
(Experimenter raises the appropriate picture for each item.)
(After the 6th and 12th words, the voice says: In this
exercise, try to repeat the sentence so as to remember the
meaning.)
Now, let's practise once again.
(The above instructions are repeated)
(Experimenter rasises an appropriate picture for each item.)
3. Immediate Vocabulary Posttest
(Same for all four groups)
Alright, now you have learnt all the 18 words. Relax for a
minute while your teacher gets back the paper. Will you
pass your paper please? (Experimenter collects worksheet,
and gives the Immediate Vocabulary Posttest paper.)
A minute later, let's try to find out how many new words you
have learnt in this lesson. Your teacher will give you a
test paper. On the paper, you'll see the words you have
just learnt. Please write down the meaning of each word.
This is not an examination. We just want to know how many
new words you can learn in one lesson. You may give your
answer in English, or in Chinese. We just want you to show
that you understand the meaning. You may not have seen all
the words on the paper. Just put a cross next to these
words. Are you ready? Write your number and your class.
You'll have five minutes to finish it. Try to use the
method you learnt just now. You may now begin.
(5 min blank tape)
Alright. This is the end of the exercise. Have you
finished? If you have not, please put up your hand. Your
teacher will give you two more minutes. If you have
finished, please hand in your paper to your teacher. You've
been working hard. That's good. I 11 remember to bi ing you
the chocolates. How many chocolates do you think you 11
get? Goodbye and good luck.
(Experimenter gives two more minutes if the subjects have
not finished.) (Experimenter collects the posttest paper.)
(End of tape)
A PPTTKin T Y E
COMPREHENSION POSTTEST PAPEI
Read the following passage carefully and then answer the
que s tions.
Tom, Jack, and Paul lived quietly in a small village in
India. They were so poor that they ate only bread and crisp
nuts for dinner.
One day, a lawyer came to them. He told them that
their uncle, John, had just died of a strange ailment.
Nobody knew what had happened. It all started after Uncle
John had seen some kind of freak in his dream. He was
appalled and tried to run but it bit him and then ran away.
Uncle John woke up and found himself shaking in bed. It was
on 1v a dre am.
But the next day, Uncle John's shins became black and
stark. He told the doctor about his dream, but the doctor
found no vestige of any bite. A few days later, Uncle John
died. He had no children, so, he had bequeathed Tom and his
brothers all his money and a big house in town.
Tom and his brothers started to cry when they heard the
news. The lawyer said a few words of consolation and asked
them to sign a paper. Then he left. The three brothers
were sad; but from then on, they could live in town and did
not need to work hard for a living.
On the morning that they moved into the house, they ran
frantically around it. It was a very big house with a large
beautiful garden. There was a large fish pond in it. Their
happiness was only transient, however. That afternoon,
Tom's brothers started to brawl over a gaudy watch in Uncle
John's bedroom, and Paul's nose was badly hurt.
That evening, something even worse happened. The
governor of the town came with twenty soldiers. They said
that Uncle John was a bad man and he had become rich by
printing money. The governor was a speculative kind of man,
and he said that the money and printing machines might still
be in the house. He told his soldiers to search everywhere.
He even ordered them to bail all the water out of the fish
Dond; but they found nothing.
Tom was angry and said some bad words to the governor
and the soldiers, and told them to go away. The governor
was exasperated and he confiscated the house and everything
in it.
The three'brothers had to leave the house that evening.
They knew that they could not stay in the country any more.
Now, Tom is a mercenary in South Africa and his brothers
have become sailors. They earn more money than they did
when they lived in the village. But now, they seldom meet
one another.
Answer the following questions about the passage by choosing
ONE of the four choices given in each question. Write the
LETTERS of your answer choices in the blanks provided.
1. The doctor found that Uncle
John ....
A. had been bitten by an animal
B. could run fast when he was
appal led.
C. could not move his legs
proper1y.
D. was keeping a freak in his
house .
2. After Uncle John had had a
dre am, he ....
A. died immediately.
B. fell ill.
C. tried to run away.
D. printed money.
3. Unc1e John ....
A. wanted the three brothers
to have his money.
B. did not want his children
to take his money.
C. had hidden his money in the
fish pond before he died.
D. sold a house to the three
brothers at a low price.
4. The lawyer said some words
of consolation because the
three brothers ....
A. wanted to sign a paper.
B. were very unhappy.
C. did not want to work hard.
D. wanted him to go away.






5. The brothers were happy
when they ....
A. saw Uncle John's bedroom.
B. brawled in the big house.
C. saw Uncle John's watch.
D. saw Uncle John's house.
6. The governor was
e xasperated ... .
A. because Uncle John
printed money.
B. because he was
speculative.
C. when his soldiers found
no thing.
D. when Tom said bad words.
7. Tom and his brothers stayed





8. Tom left the house because ...
A. he did not want it.
B. he had become a mercenary.
C. he could not stay there.
D. he wished to go to Africa.
9. Paul's nose was hurt
because ....
A. he had a quarrel and a
fight with Jack.
B. he ran in the garden and
hurt hi mse1f.
C. he fell on to a watch and
cut himse1f.







ORDER OF POSTTEST ITEMS

























8 . d i scree t
9 . specu1 ative








9. conso1 a tion
Do you remember the sentences (the keyword) and the picture?
Try to use the sentences (the keyword) to help yourself.
10. exasperate







1 8 . hrawl
10. bias

















Do you remember the sentences (the keyword) and the picture?




























Check again. Do you remember the sentences (the keyword)
and the picture? They may help you remember the meaning.
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